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1
Trends and Influences

Angela Brew

This book is concerned with all those activities which extend the knowl-
edge, skills and attitudes of the staff of universities or colleges of higher
education. At a time of unprecedented changes in our higher education
institutions, it is appropriate that we should take stock of the ways in which
we encourage individuals and groups of staff to develop, how we organize
ourselves to do this, the qualifications and experience of the kind of pro-
fessionals entrusted with the staff development task and indeed what the
best approaches are. When we have intervened in some way to bring about
individual and institutional changes we need to know how effective were
our interventions.

Our focus, then, is on the process of learning and growing as individuals,
as groups, as organizations and as higher education communities. The book
has been written at a time of rapid growth and change in staff development.
Staff developers and their managers are presented with a confusing array of
models of staff development organization and practice. How are they to
distinguish the good practice from the mediocre? It is hoped that the book
will be a source of information for managers responsible for the organiza-
tional arrangements for staff development and for policy and strategy within
their institutions. It is hoped too that it will be an encouragement to new
staff developers, and that it will provide a source book for established ones
as they increasingly assert their professional identity.

I wanted to put together this book because I had become aware that
there were a number of excellent practitioners and a wealth of expertise
and experience about the theory and practice of staff development in higher
education. Yet with the exception of specialist and ephemeral publications
very little of this has been written about. Staff developers are essentially
pragmatists, concentrating on the next meeting or the next course or con-
sultation. The best of this work is informed by theories about the nature of
human learning and curriculum, and by values about what a university is.
More often than not these ideas are not articulated. In this book, I have
endeavoured to bring together examples and discussion of good practice
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2 Directions in Staff Development

which illustrate some underlying messages about the nature of staff devel-
opment. This book draws together contributions representing a number of
different facets of staff development practice, and attempts to tease out
some common underlying principles and values. These provide directions
and challenges for the future. It would be a bold assertion to say that they
provide a theory of staff development, yet I do believe that they go some
way towards building a theory of practice.

Setting the scene

There is increasing recognition that in a large and complex organization
such as a university, the staff development and training needs are vast and
multifaceted. Staff development is a growing area of university activity across
the globe. This trend is intimately related to changes which have taken
place in higher education in recent years. It is therefore pertinent to begin
by examining these changes and to explore the challenges they present for
the organization and practice of staff development.

Traditionally, higher education has been allowed, indeed expected, to
get on with its work irrespective of the world in which it is situated. It was
left to academics to decide on the nature of the educational experience of
their students. Higher education was viewed as broadly separate from the
economic activity of the nation. This is no longer so. In recent years, uni-
versities have been forced to take greater account of a number of outside
influences. For many reasons, universities are no longer as free to go their
own way.

An influential factor in this concerns the anxiety of governments in relation
to how public funds are being spent. The publication in Britain of the
Jarrett Report (1985) on the management of universities and the introduc-
tion of appraisal systems, as well as the quality assurance mechanisms which
are being put in place, manifest a greater demand from governments and
outside agencies for greater accountability. In these developments we see
an uneasy tension between the institutional autonomy universities have tradi-
tionally enjoyed and social control. Fleming (1992) suggests that account-
ability may lead to a minimalist approach, with institutions trying to see how
little they can get away with. Yet even doing this involves, as we shall see,
considerable staff development investment.

In talking of universities and of institutions of higher education we are
not talking about a homogeneous set of establishments. Many institutions,
including Polytechnics in Britain and Colleges of Advanced Education in
Australia, now enjoy the title University. In some cases this has been brought
about by the amalgamation of smaller institutions of higher education in
some cases, as a consequence of allowing institutions to confer their own
degrees, for example, those formerly under the aegis of the CNAA in the
UK. This points, however, not to a mono-culture, but rather to a diversifi-
cation of the concept of a university which now embraces a wider range of

12



Trends and Influences 3

activities and types of study patterns, part-time and full-time study, degree
and sub-degree level work, and continuing education than ever before.
Thus it is not immediately obvious from the title of an institution what the
full range of its activities is nor who the students are likely to be. Assump-
tions about the nature and range of expertise of the staff have therefore
had to be re-examined.

Concern in society about higher education has been fuelled by the views
of industrialists and manufacturers who, when asked what they need of
university graduates, stressed not a narrow set of subject specific skills and
competencies at degree level, but placed an emphasis on personal skills and
qualities (Ball 1990). They said they needed people who knew how to learn,
who were capable of taking decisions, who were self-aware and who could
communicate. Industry recognizes that it is extremely unlikely that the
students of today will do the same job for the whole of their working lives.
They will need to train and re-train. They will need to be flexible and
adaptable. They will need to know how to learn so that when their tutors
are not there to help them, they will go on learning. Education is now no
longer seen as something you just have a dose of when you are young. The
expectation has become that education carries on throughout life.

Once this is recognized, a range of aspects of personal and professional
development necessarily become part of the staff development agenda. This
includes developments which inform the teaching of students and the
management of the organization as well as those which enhance the skills,
adaptability and flexibility of staff themselves. The expectation that learn-
ing carries on throughout life affects staff as much as their students. The
need for continuing development of all staff, as the higher education scene
and their role changes, is clear.

There is, too, the increasing influence of links between education and
employers. Again this is not unique to any one country. It may take the
form of industrialists taking part in course teams, and carrying out an advisory
role in curricular developments. It may take the'form of industrial second-
ments, consultancy or the provision of specialist professorships. It may take
the form of increased opportunities for student industrial and commercial
placements. In some cases it may take the form of one or more companies
working jointly with university staff to design degree curricula for their
employees. All of these arrangements serve to remind university staff that
they do not work in isolation from their industrial and commercial neigh-
bours. It is naive to assume that they have all the skills they need for this.
There are staff development implications in all of these practices.

Further changes in higher education include the trends towards mass
higher education and an increased heterogeneity of the student population
combined with a reduced unit of resource. These have now given staff
development work a pressing urgency and more focused remit. The more
heterogeneous student population brought about by changes in school
education, access courses and alternative entry routes including overseas
recruitment, pose new challenges for higher education teachers and also

3



4 Directions in Staff Development

for the staff working alongside them. All of the changes in student popu-
lation contribute to academic, administrative and technical staff having to
face unfamiliar situations and new demands (Candy 1991). Students with
their different backgrounds have different levels of understanding of the
subject discipline and different expectations of the teaching and learning
process. They may be non-native speakers of the language in use and have
different cultural norms and expectations. Mass higher education has meant
larger classes. There is much scope for developing creative ways of teaching
larger numbers of students at once.

But traditionally there has been a disregard of training for teaching in
higher education. This has left many academic staff ill-equipped for these
changes. Staff development to assist with individual, departmental, faculty
and university-wide developments has now become urgent. This may in-
clude extending understanding of a wide range of educational processes:
methods of teaching effectively, student learning, assessment, resource-based,
open and distance learning. The increasingly widespread use of informa-
tion technology both in teaching and in administration and management
also presents a whole range of training challenges for the modern univer-
sity. Training in word processing, desktop publishing, use of databases and
spreadsheets and computer networking as well as keyboard skills and tele-
phone techniques are all relevant to a wide range of staff at all levels.

Understanding and dealing with students is an area of staff development
traditionally seen to be in the province of academic staff. However, many
more staff are now affected by this. Allied staff are having to take on a wider
range of roles and responsibilities. Understanding the differing needs of
first-year students, mature and overseas students, dealing with student que-
ries including student finance, responding to student problems, counsel-
ling skills, personal tutoring skills and referring students for professional
help are all areas for development of a wide range of staff.

A further trend in higher education which is having an effect on the skills
and competencies of the staff of our universities is the increasing trend
towards internationalization. This manifests itself, for example, in Australia
in its relationships with its Asian and Pacific neighbours and in the UK in
its links with Europe. The future employment prospects of undergraduates
are increasingly being seen in an international context. The marketing of
courses, as well as responding to students' queries and problems, increas-
ingly require staff to have cultural awareness and expertise in other lan-
guages. This again has implications for training and development.

The worsening financial position of universities has had a number of
significant effects on both staff and students in higher education. In the
first place there is the decrease in relative salaries of academic staff and a
worsening of working conditions (Candy 1991). Universities are tending to
recruit teaching staff without traditional academic backgrounds. This is
justified on the grounds of the need to have staff with relevant industrial
experience. However, such staff present institutions of higher education
with a further set of staff development challenges. These include induction

14



Trends and Influences 5

into the higher education system as well as basic training in teaching and
learning techniques.

There is, in addition, a range of research and consultancy skills for which
staff development may be needed. Some of these derive from the new
financial climate with its emphasis on entrepreneurialism and devolved
budgeting. They include the skills needed to obtain money for research as
well as the skills of project management. Presenting papers at learned con-
ferences has traditionally been seen as an important part of the training of
an academic. However, the earlier tendency to confuse staff development with
research is not defensible (Billing 1982). In Britain the research assessment
exercise means that training in how to supervise research students, writing
theses and academic papers, supervising laboratory research, and present-
ing papers at conferences, may now have direct financial consequences.

The emphasis on student loans and the worsening financial position of
students also has repercussions in teaching. If it is not possible for students
to buy the books they need, teaching needs to take account of this; the
provision of library and other resources is also affected. Again, there are
significant staff development implications.

A further movement in higher education which significantly impacts upon
staff development is the increased trend towards corporate management
practices. Many would link this trend with the desire for universities to
become more like industry, some would attribute it to the greater demands
for accountability. Whatever the cause, however, the effect is widespread.

The development of management-related skills: leadership, negotiation,
team building, training related to the handling of disciplinary matters, as-
sistance to new heads of academic and administrative units through train-
ing courses and consultancy, staff appraisal training, equal opportunity
training, training for recruitment and selection of staff including interview-
ing skills, and so on, are all important for institutional effectiveness. There
is, too, the increasing professionalization of university administration. Tra-
ditionally, a somewhat ad hoc approach has been adopted; management
skills being assumed to simply emerge as the individual takes on such roles
and responsibilities. Institutional managers require a greater range of ad-
ministrative and managerial skills than ever before. Administrative skills
training is also relevant to a wide range of staff.

All of these developments are leading managers to consider more system-
atically the training needs of their staff and to bring staff development
activities much more into the centre of the organization. In many cases they
are leading to more systematic and often targeted development activities
for all staff.

Changing knowledge

In addition to these changes in the broad context of higher education, staff
are facing changes which lie at the heart of our ideas about knowledge,
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about the nature of facts and the disciplines which bound them. The enor-
mous expansion in knowledge and the speed at which new knowledge is
replacing old means that being able to access data, to organize and to
critically evaluate it, while being flexible enough to leave behind ideas as
they are replaced, become increasingly important. There is a growing rec-
ognition that we need to prepare students not to solve the problems to
which we already know the answers, but to solve problems we cannot at the
moment even conceive. The skills of being able to adapt to the facts which
are relevant at the moment, including taking on new knowledge, has be-
come more pressing than the acquisition of traditional factual knowledge.
This requirement of itself places a strain on undergraduate teaching. New
structures are needed, but staff often lack the basic tools of the education-
alist's trade which would enable them to critically evaluate the options. The
staff development implications are profound.

Theoretical and experimental findings during this century have chal-
lenged the philosophical basis of our traditional subject disciplines (Bateson
1972; Capra 1983) which now appear to be on the decline. What is replac-
ing them is an emphasis on interrelationship and interrelatedness. This is
manifested in the growth of cross-discipline studies, including an increasing
ecological awareness. Single subject scientific disciplines are finding it in-
creasingly difficult to attract students, despite in the UK at least, the govern-
ment's efforts to stimulate interest in them. There is a rise in subject
disciplines which are about human processes, such as marketing and stra-
tegic management, and human resources management. Inter-disciplinarity
and multi-disciplinarity are on the increase. This will increase with the
growing trend towards modularity which gives more student choice. The
trend is towards different ways of organizing knowledge.

In addition, knowledge is increasingly being seen not as something 'out
there' to be discovered or transmitted, but as the creation of meaning
within each person. The individual makes sense of the world through inter-
acting with it. Hence the growth of student-centred, problem/situation-
based approaches to teaching and learning, the emphasis on developing
the student as a whole person and the integration of theory with practice.

Staff development arrangements, in that we are concerned with prepara-
tion for the future, have to take account, explicitly or implicitly, of all of
these issues. In the chapters which follow, we see an emphasis on taking
account of the needs of all staff, an emphasis on the development of per-
sonal skills and competencies and an emphasis on bringing theory and
practice of teaching and learning together. We see, too, an emphasis on the
individual creating meaning and critically examining past experience in the
light of research findings to develop new understandings.

Dilemmas
Recent developments suggest, then, that the traditional lack of interest
in staff development in higher education is ill-founded. Indeed, staff
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Trends and Influences 7

development is now becoming more organized, applied to a wider range of
staff and addressed to a wider range of issues than ever before. All staff in
institutions of higher education are now directly or indirectly affected.
However, we are faced with a number of problems in the organization,
resourcing and practice of staff development. Embedded in current prac-
tice are a number of dilemmas. These become all the more significant with
the increase in demands upon staff development services. In presenting
some directions for the future, this book suggests ways out of these difficul-
ties; not in terms of simple recipes for action, but in terms of guiding
principles by which we may see our way. In the remainder of this chapter
the dilemmas are outlined. Subsequent chapters draw out underlying val-
ues and assumptions to underpin future directions and show how these can
be put into practice.

Who are the staff ?

Arrangements for staff development currently existing in many institutions
reflect the two cultures of staff which co-exist in higher education. The
academic work-force are highly skilled professionals with a tradition of
autonomous working. Professional up-dating and renewal for them has tra-
ditionally been viewed as an academic activity.

It is significant that we lack an all encompassing term to describe staff
other than academic staff in higher education institutions. They are re-
ferred to variously as allied staff, general staff, support staff, or even non-
academic staff. These staff range from highly skilled professionals and
technical workers to clerical and unskilled manual workers. They have the
common characteristic of being viewed as a somewhat lower class than
academics. In North America, academics are referred to as faculty and the
rest are referred to as staff. In Australia, the term general staff is becoming
widely accepted. Unfortunately all of the existing terminology symbolizes
an inappropriate class distinction between two groups. In this book we refer
to staff other than academics as allied staff. This overcomes to some degree
the idea of a group of people being defined by reference to what they are
not. It avoids the implication that they merely provide assistance, and it has
the sense of allied or partners with.

The term staff in a higher education context is linked, as Tipton (1981)
points out, to the process of hierarchy and the provision of different amen-
ities and different working conditions for different categories. This derives
from a situation where the work of the two groups was seen as being sharply
distinguished. However, in recent years, as we have seen, there has been a
trend towards increasing professionalization of higher education admini-
stration. This, together with the move to active management which was also
noted above, means there is now a wider range of administrative and man-
agerial roles falling to academic staff, administrative staff are becoming in-
creasingly involved in course management and student guidance, and overall
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expectations of management performance are becoming higher than ever
before. Traditional boundaries between academic and non-academic work
are therefore becoming blurred.

While there are clearly differences between the central concerns of
mainstream academic staff and staff with purely technical or general
administrative and clerical duties, there are also major points of conver-
gence. For instance, word processing, time management, interviewing
skills, stress management, interpersonal effectiveness, writing skills, and
many aspects of supervision or management are relevant to employees
across the institution. Furthermore, academic and allied staff, for in-
stance, lecturers and librarians, researchers and secretarial staff, or
tutors and laboratory technicians frequently find themselves working
in combined teams or other work settings where their needs for staff
development arise at least in part from the nature of their joint work.
Accordingly there is an argument for the integration of staff develop-
ment for academic and allied staff based on their integrated work
settings.

(Candy 1991: 6)

The organization and practice of staff development is influenced by his-
tory. That history is characterized by separate staff development arrange-
ments for different groups of staff. Cultural change must inevitably question
tradition. As we shall see later, there are difficult organizational issues posed
for managers in deciding where to locate staff development services within
the organization if inappropriate distinctions between staff are to be bro-
ken down and staff development needs are to be addressed on a more
equitable basis.

Freedom and constraint
One facet of university practice which has had a significant influence on
the way many academic staff view staff development arrangements is aca-
demic freedom and autonomy. The principle of academic freedom has
often been used as an excuse for a laissez-faire attitude. In developmental
terms this is translated into the idea that academics can decide in an ad hoc
manner what is best for their own, their students' and their institutions'
development. At its worst, academic freedom is translated into the freedom
not to undergo any form of training and development should an individual
feel so inclined. Such attitudes are less common nowadays but current
practice is still influenced by them.

Allied staff are more constrained in contractual terms than academic staff
and this affects training requirements. An effect of the two cultures is that
where there are moves to bring academic and allied staff together for train-
ing and development, they often attend on different terms, for example,
the former making their own decision to participate, the latter requiring
the nomination of a supervisor.
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Balancing priorities

Where there is a tradition of autonomous working, conflicts arise through
the need to balance both institutional and individual needs. Where staff
development is geared to institutional imperatives, individuals are invited to
abdicate responsibility for their own development. Where there is a ten-
dency to compel individuals to undergo training in particular areas, profes-
sional autonomy is called into question. Encouraging individuals to take
responsibility for their own development may be problematic if the needs
of the institution are considered primary and individual development only
necessary to achieve the institution's mission. Responsiveness to institutional/
management imperatives may be at the expense of the individual's con-
ception of what is in their own best interests and their perceptions of
the interests of their work unit or department. Heads of academic depart-
ments have to perform a delicate balancing act between different needs and
priorities. A developmental model of appraisal, if carefully designed and
negotiated, may assist in aligning individual and institutional needs. It can
encourage a climate where individuals are willing to voluntarily undergo
training, or where training is an intrinsic, embedded part of their work,
where staff can feel confident to expose their weaknesses and find solutions
to problems without fear of penalty, and which recognizes the integrity and
professionalism of the individual and the importance of development. These
aspects, Lonsdale (1990) argues, are vital to effective staff development.
A judgmental model of appraisal can, on the other hand, neglect these
aspects, relying instead on extrinsic motivation.

The relationship between an individual's development and institutional
strategy and planning is a complex one requiring a great deal of sensitivity
on the part of managers. Sending individual staff on time management
courses, for example, will not solve structural problems of inefficiency in
the workplace. Setting up observation of classes will not move the institu-
tion forward in creating new structures for teaching and learning. Staff
development needs are intimately related to institutional structures. A change
of structure such as course unitization may identify a new staff development
need, but equally a staff development need may be eliminated with a change
of structure, for example, a centralized admission system. But caution needs
to be exercised. The addition of a unit or department with responsibility for
a particular development, for example, open and distance learning materials,
does little to fill the staff development need for institution-wide expertise.
But the very existence of such a unit may serve to divert attention away from
the problem it was set up to address.

A good deal of work in academic institutions is done in groups hope-
fully in a spirit of collegiality. Groups need to develop the skills of working
collectively on work-related problems. This may involve, for example, train-
ing in team-building, learning how to utilize all of the team members effec-
tively and developing problem-solving skills. Where staff development needs
are identified on an individual basis and perhaps where staff development

;.3



10 Directions in Staff Development

functions run alongside the personnel functions of recruitment, discipline
matters and pay tensions may occur. Maintaining a balance between staff
development for individuals and for groups is problematic in such circum-
stances. Individual appraisal systems tend to focus staff development atten-
tion on individuals. Yet often team development is more important. This
applies, as we shall see, throughout the institution. Team development at
all levels contributes to the development of a learning community.

Whose responsibility?

A further dilemma with implications for the theory, practice and organiza-
tion of staff development is where the locus of responsibility lies. Clearly,
institutional managers have a responsibility to decide on broad areas of
policy and to provide appropriate resources for staff development. Deci-
sions about priorities depend in the first place on the establishment of a
staff development policy. Staff developers often work without such a policy
in their institutions, or one not suited to the institution's needs as they
perceive them. The establishment of an appropriate policy and framework
for staff development is affected by the level of understanding of the man-
agers responsible for it. There is, as we shall see, a need for this to be
continually enhanced in order to ensure that the range, scope and poten-
tial of staff development is fully understood, that activities reflect best prac-
tice and that the consequences of their decisions are adequately explored.

The responsibility for deciding on particular needs is not clear-cut. A
traditional approach is for anyone in the institution, at whatever level, to
identify a need and to set out to address it, calling on available resources
to assist. In higher education at present, however, the speed of change is
simply too great to wait for individuals and small groups of staff to decide
on the priorities for themselves. Moreover, owing to serious deficiencies
in the levels of basic training, for example, in teaching, many staff do not
know where their deficiencies lie. A further problem, and one which has
dogged staff development in higher education for many years is, as Yorke
(1977: 166) points out, the act of faith required by managers to provide
funds for this approach.

There is evidence of a move towards decisions on staff development
matters being taken by managers and away from committees or staff devel-
opment units (Guildford 1990). There is, too, increasing recognition that
it is the responsibility of each function unit to carry out staff development
with regard to teaching users about its functions. For example, computer
specialists, library and financial staff need to train users in their own spe-
cialist functions.

New forms of financial management mean that it is the responsibility of
the devolved budget holder to make decisions about staff development
expenditure. There are problems, however, in deciding on the appropriate
balance of resources for a central staff or educational development unit on
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the one hand and for academic departments and support units on the
other. Institutional managers may lack appropriate criteria for such deci-
sions. Political expediency may be at the expense of staff development
effectiveness. Concentrating too many resources for staff development at
departmental level may neglect the need for staff development specialist
expertise, make institution-wide developments difficult to implement and
lead to a wastage of resources due to duplication across departments. Effec-
tiveness of staff development depends on having the appropriate staff avail-
able to carry out the training and to make the necessary arrangements.
There is often a mismatch between what staff development units are asked
to provide and the resources to provide it. However, concentrating too
many resources in central staff development units may lead to staff devel-
opment being viewed as remote from the needs of the staff designed to
benefit from it and may concentrate attention on general training rather
than being designed to meet the specific needs of departments, individuals
and groups.

The staff development profession

As we have seen, many people in the institution are engaged in develop-
ment activities for staff, but there are some people whose primary respon-
sibility is staff development. Many of the shifts in higher education discussed
in this chapter present dilemmas for people calling themselves staff and
educational developers. As a profession, staff developers are called upon to
take on many roles. Lee Andresen (1991) summarizes the main ones:

Teachers (of academic and allied staff as students)
Researchers of curriculum development, teaching and learning in higher
education
Academics scholars who show their scholarship in the way they do
everything
Administrators of institutional policies and practices relating to a range
of staff development activities
Organizers of courses, workshops, etc.
Brokers finding the best deal and most appropriate resources to meet
a staff development need
Managers of resources (finances and personnel)
Change agents innovators and stimulators of change
Advisers giving advice to staff and to managers
Counsellors to help staff cope with problems and difficulties
Consultants working with teams of staff on particular issues
Evaluators judges of quality of academic practices
Appraisers helping staff appraise their performance and plan for the
future
Subversives helping to foment revolutionary changes

0 1
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Publishers producing printed materials to help with teaching and learn-
ing changes
Disseminators spreading good ideas and useful materials
Tokens simply being there, living proof that the institution takes staff
development seriously
Leaders blazing a path of good practice that others may follow.

Finding their way through these, staff developers emphasize different as-
pects. In his review of staff development in the United States, Canada and
the UK, Fleming (1992: 4) identified four styles:

Thinkers: Researching, writing papers, pushing forward the boundaries of
teaching and learning

Brokers: Coordinating development away from the centre in which they
work, using external or other providers

Doers: The 'sleeves-rolled-up presenters'
Strategists: The 'control tower operators' who use distance education and

set up cells of development independent of their own office.
They are similar to brokers but also negotiate support of those
in high places.

The wide variety of approaches to their task, together with the competing
demands and dilemmas outlined in this chapter, have contributed to the
failure of staff and educational developers to organize professionally. Many
of the pitfalls to professional identity to which Becker alludes are familiar
to those working in this field:

the failure to monopolize their area of knowledge, the lack of homo-
geneity within the profession, the failure of clients to accept profes-
sional judgement, the chronic presence of unethical practitioners as an
integrated segment of the professional structure and the organisational
constraints on professional autonomy.

(Becker 1970: 103)

One of the problems is that there is not a unified view of staff develop-
ment. Some practitioners are academics with academic backgrounds and
aspirations. They may talk in terms of educational development and pursue
educational research and development projects. Some staff developers in
institutions of higher education are administrative staff. They work on
different kinds of contracts, and may see themselves more as trainers or
human resource developers than academics. Indeed, higher education per-
sonnel managers, following an industrial notion of training, increasingly
perceive that they have a responsibility and a role in staff development.
Staff development is often viewed by the senior management as a service,
not as a scholarly activity. It is often viewed quite separately from and
having no links with educational development with its emphasis on teach-
ing and learning.

Yet if staff development is about the process of assisting staff in the per-
formance of their institutional roles and in their lives, the narrow notion
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of training held by many managers is not, by itself adequate. One of the
problems is that it tends to focus on activity-based staff development unre-
lated to solving problems in the work-place with often no follow-up transfer
of training into the working environment. Staff development needs to take
account of the particular professional quirks of academic life. While we
wish to see a breaking down of the two cultures through effective staff
development, we have to take account of their existence.

Moses suggests that where staff developers do not identify with educa-
tional development it is 'partly due to the staff developer's non-academic
status, partly to the absence of a discipline called "higher education" or the
equivalent to "Hochschuldidaktic" ' (Moses 1987: 472). Problems arise for
staff developers if and when they are asked to perform tasks which they do
not see as being within their remit. Problems also arise if staff developers
are located in an area of the institution where it is not possible to perform
their roles in a way which is consistent with their beliefs and values. In
addition, staff developers need to be at one and the same time in touch
with staff needs and priorities, and to be seen as colleagues, friends and
counsellors, while at the same time commanding respect and trust from
their senior managers. There is a tension between working for the managers,
for example, to achieve institutional objectives, on the one hand; for the
individual development of the staff, on another hand; or in order to pursue
their own educational research and philosophical interests on yet another
(Moses 1987: 457).

There are also difficulties with short-term funding arrangements, and
part-time seconded appointments where the relevant expertise is not de-
veloped. There is no career structure. In trying to respond to everybody's
demands there is, though, a danger of fatigue and burn out of the staff
developer. Yet as Candy (1991: 2) points out there is always the need for the
staff developer to be able to respond to unexpected demands. The problem
is usually that there are many clients who expect different things. Indeed,
many decisions about staff development in higher education are made
without reference to or consultation with professional staff developers and
this also leads to difficulties.

Value tensions

The issue of professional identity is now being addressed in the UK by the
introduction of a scheme for the professional recognition of staff developers
in higher education. This is being established, like the scheme for the
accreditation of higher education teachers which is discussed below, by the
Staff and Educational Development Association. The scheme provides a
quality standard by ensuring that professionally qualified staff developers
have demonstrated they have met a range of objectives and subscribe to a
set of clearly defined values. It is an important first step on the road to
professionalization.

2
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Yet there is another dilemma. The values are based on deep-rooted
philosophical commitments which give staff development work coherence,
consistency and integrity. Assumptions and the implicit theories and mod-
els which are guiding current practice provide a beacon by which staff and
educational developers can see their way in the future. However, these are
often compromised because they conflict with or fail to be understood in
their institution.

Managers' views of staff development will influence their approaches to
strategy, policy and organization. But their decisions are not value-neutral
and have important consequences for those whose primary job is to assist
staff and the organization in its development. Deriving perhaps from the
failure of staff and educational developers to organize themselves profes-
sionally, the nature of their expertise is often misunderstood. Staff and
educational developers are faced with questions of loyalty whether to the
institution as a whole, to their managers, to their facitlty, department or to
their unit or home discipline, to individual clients, to the staff as a whole,
or to students. The professional staff developer has a responsibility to bal-
ance these different interests. Their values determine how they do this but
they may also be the very factors which alienate them from their managers.

The plan for the book

In discussing the wider context of developments in higher education and
in outlining dilemmas in the practice and organization of staff develop-
ment, this chapter has now set the scene for the rest of the book. Tensions
and pressures in the field of staff development in higher education and the
existence of different traditions with their different approaches and dis-
courses provide a rich experience on which to build. They suggest, how-
ever, that the time has come to look for some clear directions for the
future. It is important to recognize that what we have at the moment is the
product of circumstances and ad hoc decisions. It is not the rational out-
come of considered judgement. This book captures developments at a par-
ticular moment and suggests some themes which will inform the challenges
ahead.

The aim of the book, then, is to draw together some of the best practice
in staff development in higher education, to provide a source book and
state of the art statement and to inform staff and educational developers
and institutional managers. It also aims to raise important issues relating to
the scope of staff development activities and to its organization and effec-
tiveness. This book brings together contributions by people working across
the university community and raises issues in staff development for all staff.
It is, therefore, a step in the direction of working towards overcoming the
academic apartheid mentioned earlier.

It is not the intention to present a comprehensive coverage of issues or
approaches; impossible in a book of this length. Nor is this a book containing
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a series of recipes for action. There is, for example, no discussion of the
ad hoc workshop or seminar, no discussion of staff development through
mentoring, or through networking. Neither is there any discussion of what
makes a good staff development policy. What is intended is that in reflect-
ing on the examples and issues discussed, the reader will be facilitated in
making informed decisions about directions to take.

The book is organized in three parts: Part 1 presents the educational
development tradition which has largely been concerned with the develop-
ment of staff as teachers, but which, as we shall see, has important lessons
for the practice of staff development more widely. Part 2 considers issues
relating to the professional development of a range of staff in managerial,
administrative, clerical, technical and manual tasks. It is noticeable that
there are many threads in common with the educational development tra-
dition. In Part 3, we explore a number of questions which are crucial to the
organization and practice of staff development, which have an impact on its
effectiveness and which affect its relationship to institutional plans.

Staff development is concerned with helping people to grow within the
organizations in which they are employed. This process must begin with a
recognition that each person has learning needs, and brings knowledge
and resources to the learning process. All of the chapters in this book,
in their different ways, embody this principle. It is an idea which reflects
findings in research on learning which emphasises the need to take ac-
count of different perceptions of the learning process. It is also rooted in
and informed by developments in the field of adult learning and experien-
tial learning. This idea very obviously applies to staff development for teach-
ing and learning. But it also applies just as much to staff development for
allied staff including managers. Indeed, as we shall see, it applies no matter
what is being learnt, or who is learning it.

Particular emphasis is laid here on a belief in the importance of critical
reflective practice. The book contains numerous examples of ways in which
staff developers can and do encourage this. There is an emphasis through-
out the book on enhancing the professionalism of staff. This includes
approaches to staff development which encourage continuing and in-depth
study and gaining additional qualifications. The increasing emphasis in
higher education on the development of skills for life-long learning and
personal growth and fulfilment alluded to earlier, underlines the importance
of sustained development rather than short term patching-up operations.
Staff and educational development are concerned with empowerment. This
means assisting in the development of individuals, groups and institutions,
so that they can achieve more and are enabled to develop greater capability
and competence. Good practice in staff development in higher education
increasingly lays stress on the development of the whole person. This work
is again influenced by developments in the field of adult learning, experi-
ential learning, recurrent education and associated collaborative and parti-
cipatory research methodologies.

The book acknowledges that staff development should be informed by a
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sense of community. This is an important aspect of our universities which
we are perhaps in danger of losing. Taking problems out of the workplace
in the hope of solving them in a course for an individual rather than
assisting a department, unit or team to tackle it together does little for the
community. Staff development should be a community activity. The staff
development arrangements we make need to assist us to develop into the
kind of community we would like to be. They must be capable of being
responsive to the special nature of the academic culture and to its changing
demands. They must sensitively balance individual and institutional impera-
tives and be responsive to the needs of individuals and groups at all levels.

Staff development, in its broadest sense, is about change. As universities
change, so staff development grows and develops. Staff development is about
helping individuals to learn. It is about helping groups to learn and it is
about helping institutions to learn. This book captures the state of the art
at a particular moment in history. It indicates that developments have been
hitherto somewhat patchy and it suggests how we might go forward. In
doing so, we change both the nature of the institution and the role of staff
development. The form of organization for staff development, as well as the
issues addressed and the way in which they are addressed, is a function and
perhaps a measure of the organization's level of development which grows
and changes over time. It is, by its very nature, a dynamic process. If insti-
tutions succeed in developing into learning organizations, their forms of
organization and their staff development needs will change. In the short
term, we have a need for courses which raise awareness of a broad range
of issues. In the long term, if the habit of learning is cultivated, we may see
more examples of reflection in action and less emphasis on traditional
notions of training.

As light is reflected from a many-faceted glass prism, so themes are re-
flected in the pages of this book. These themes are, I suspect, more enduring
than the vehicles in which they currently have their expression. In this
sense, the book reflects current trends but it also moves beyond them to
provide a vision of where staff development and indeed higher education
may be going. We need to take up the challenges that are offered, for
fresh vision and new ideas are essential ingredients for the university of the
future.



Part 1
Approaches and Methods in
Educational Development

A major part of staff development in institutions of higher education has
traditionally been to do with developing academic staff in their role as
teachers. More specifically, staff development has often been equated with
developing pedagogical skills in the subject discipline. While it is now widely
recognized that academic staff need to develop a broader range of skills
and competencies including management and interpersonal skills and that
academic staff are only one segment of a complex and diverse academic
community, educational development still occupies a central and important
role.

Educational development has been much influenced by research in learn-
ing and teaching in higher education over the past twenty years. This in-
cludes the encouragement of meaningful learning and study including
systematic reflection in relation to learning tasks and learning content, the
provision of a variety of learning challenges, the recognition of the desir-
ability of requiring students to take responsibility for their learning and of
the need to design courses where students exercise autonomy over the
mode and pace of their study and its assessment, and the recognition of
individual differences in learning and of the importance of the context in
which learning takes place.

In Part 1, we present a range of approaches to educational development
which show ways in which it can both embody the principles of good teach-
ing and learning, and also move staff forward in their practice. The aim is
to reflect a number of important trends in educational and staff develop-
ment. Each chapter includes a section in which the author reflects back on
the example presented and asks how effective it has been in achieving what
it set out to do.

Changes in higher education are not confined to one country. The ex-
amples in Part 1 show similar trends in staff and educational development
within different countries. This serves to highlight that these developments
too are transnational and applicable across a spectrum of political contexts.

Research on how individuals learn in an academic context has been
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enormously helpful in understanding ways in which teachers in higher
education can enhance the learning experiences of their students. In Chap-
ter 2 some of the more important aspects of this research tradition are
outlined. Graham Gibbs describes the way in which action research projects
throughout a range of institutions in Britain were used as a vehicle for staff
to consider how to use the findings of research on student learning in their
own courses. He shows how engaging in such projects leads lecturers not
only to change what they do but to change their underlying conceptions of
the teaching and learning task; a change essential for sustained pedagogical
development.

One of the trends exhibited in this book is that towards more systematic
organization of development activities. This is demonstrated in the exist-
ence of programmes offering academic credit for learning achieved. On
the one hand this may indicate a more instrumental approach to staff
development on the part of those undertaking it. On the other hand, it
suggests that staff development is being taken more seriously by institu-
tional managers and governmental agencies and that staff see that teaching
is of more significance in the development of their careers. At the very
least, it makes it more difficult for those providing funds to reject pro-
grammes for being ad hoc.

The desire for credit is linked, of course, to wider trends in credit accu-
mulation and transfer and reminds us that staff development in higher
education is part of the wider process of education for lifelong learning. It
is also linked to the growing demand for professionalism in teaching in
higher education. Professionalism in teaching in higher education implies
a more public exposure and discussion of teaching performance, course
design and teaching materials. It also means that higher scholarly status is
given within a discipline to the design and delivery of good teaching in that
discipline. In 1992 the establishment, by the Staff and Educational Devel-
opment Association (SEDA) in Britain, of a national scheme for the recog-
nition of courses and programmes leading to the accreditation of teachers
in higher education, is an indication of this trend. There are now many
examples of universities which have validated courses offering specific higher
education teacher training to their academic staff.

In Chapter 3, Lee Andresen discusses one such programme offering
academic credit and involving sustained study over a period of time. It
enables staff to work towards post-graduate qualifications in the theory and
practice of teaching in higher education. This chapter also continues the
discussion of action research as a model for staff development which em-
bodies a process of action and reflection to change existing practice and
therefore has the capacity to bring about lasting changes.

The potential for using open learning and distance education for staff
development is considerable. Yet if, as Graham Gibbs suggests, ideas and
suggestions for changing teaching have little impact at a fundamental level
and do little to change teachers' underlying conceptions of the nature of
teaching and learning, then the design of materials for staff development
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at a distance becomes problematic. In Chapter 4, Bob Ross and Jennifer
Pittman take up the themes of action research and courses offering credit
and look at how critical reflective practice can be encouraged through
distance learning methods. They discuss an example of a collaborative project
between Griffith University and Southern Cross University which has been
used to address these issues.

Action research involves professionals carrying out work-based research
projects with the intention of improving practice. The strategy of releasing
staff from some of their normal teaching duties in order to carry out projects
of this kind has been used extensively and in many different ways through
the UK Department of Employment's Enterprise in Higher Education (EHE)
Initiative. The scale of this work with some 60 institutions participating and
over 2,000 projects completed or under way (The University of Portsmouth
1994), many of which involve releasing staff time, has resulted in wide-
spread innovation in Britain. Yet this is not confined to EHE. We see the
effects of a similar development in releasing staff which has taken place in
one institution in Chapter 5. This focuses on a set of six linked projects at
the University of Brighton. The purpose of these was to make a significant
institutional move forward in the area of managing independent study.
Joyce Barlow shows how the process of reflecting on their students' learning
through an action research project fosters the habit of critical reflective prac-
tice; essential, according to Schon (1983), for professional development.

In Chapter 6, James Wisdom presents an agenda for staff development
which arises from consultations with students about their learning. In his
discussion of the practice of course consultation developed at Kingston
University, he reminds us that even staff development for teaching and
learning involves academics in a wider staff development agenda than sim-
ply the development of pedagogical skills. Management and communica-
tion skills are also involved as are skills of personal effectiveness. When a
course has been affected by a number of piecemeal changes brought about
by such things as changes in personnel and increases in student numbers,
students notice. Engaging them in a dialogue draws attention to inadequa-
cies in teaching methods, course design and management and suggests
areas where action is needed. In presenting the issues and topics most
frequently discussed by students and in his discussion of the staff develop-
ment implications of both the process and the outcomes, James Wisdom
shows too just how intimately the practice of teaching and learning in
higher education is tied up with administrative, management and technical
support functions and suggests that allied staff are also involved in aspects
of the teaching and learning process and play an important part in the
quality of students' learning experiences. The chapter highlights how often
opportunities for dialogue are missed. In pointing to the importance of in-
cluding administrative, technical, clerical and manual staff in course teams,
the chapter challenges the distinction between staff and educational devel-
opment. Moreover, it draws attention to the fact that a university is a com-
munity and that we need to learn from each other.
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Part 1 draws attention to the fact that developing the learning experi-
ences of students is not just a matter of developing technical competence
at teaching. It is something which engages the whole person. This is a
theme which echoes throughout the book. The trends in educational devel-
opment which are illustrated have important messages for staff develop-
ment in all its aspects. We are concerned in Part 1 with staff development
designed to assist academic staff to develop their students' learning in the
traditional sense. But all staff development is about developing learners in
a different sense. For whether the participants on a staff development pro-
gramme are teachers, managers, administrators, technicians, manual or
clerical workers, they become learners in the staff development process.
The use of work-based learning and action research projects, the design of
staff development which offers credit, and the use of resource based, open
and distance education are all potential vehicles for the delivery of staff
development right across the institution. The task of embedding the prin-
ciples illustrated here in programmes for all staff is an important challenge
for the future.

C,
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Changing Lecturers' Conceptions
of Teaching and Learning
Through Action Research

Graham Gibbs

Much educational development is conceived of in terms of changing lec-
turers' practice their techniques and skills and the methods employed
commonly involve training and practice. This chapter explores staff devel-
opment as a process of changing lecturers' conceptions of teaching and
learning through action research. It examines alternative frameworks for
understanding conceptions of learning and conceptions of teaching, the
theory and practice of action research, and the use of action research to
change lecturers' conceptions. It proposes a closer link between theory and
practice and more integration between research and development in the
way staff development operates, not through staff developers making the
links, explaining educational concepts or using research evidence, but
through lecturers researching their teaching.

Background

In the late 1970s I was a Research Fellow involved in research into student
learning. My colleagues and I wrote for education journals and our work
was read by a very small group of fellow researchers in the UK, Sweden and
Australia. At conferences researchers talked to researchers. Lecturers did
not read this work and little or no practical use was made of it. Practical
research tools with considerable potential, such as the Approaches to Study-
ing Inventory (Entwistle and Ramsden 1983) were not taken up by lecturers
despite extensive supportive studies. The gap between theory and practice
and research and development was very wide indeed.

Throughout the 1980s I worked as a staff developer. Most of the evalu-
ation work I undertook on behalf of lecturers or alongside them was relent-
lessly pragmatic. It wasn't all trivial and it didn't focus only on teaching. As
well as feedback questionnaires on teachers and teaching I helped lecturers
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to find out more about what their students did with their study time and
undertook a good deal of informal hypothesis testing about why courses
didn't work as well as they might. But nearly all this work had no theoretical
underpinning. While it helped lecturers to make decisions about what to
do and how much to do, it was not oriented primarily towards developing
their understanding of how students learnt on their courses and provided
little in the way of a robust rationale for future action. In particular, it
seldom challenged lecturers' conceptions of the teaching and learning
process. My work may have improved the efficiency of courses and changed
their outcomes quantitatively, but only from time-to-time did it reorient
them and change their outcomes qualitatively.

I was aware that those to whom I was acting as a consultant frequently
had a very different conception of what was going on in their courses than
I did. They were working with different implicit models of learning. Some-
times these differences have been almost farcically wide. On one occasion
while running a staff development workshop on large seminar classes in
politics, I had been demonstrating a series of techniques which involved
dividing the seminar group up in various ways so that students were, in
effect, discussing in small tutor-less groups within a much larger class.
Throughout the demonstrations the professor had been looking increas-
ingly perplexed and disengaged and he eventually brought proceedings to
a halt with the statement, 'I can't see what students could possibly gain
from talking with each other.' With gulfs in understanding of this depth
there was little to be gained by further demonstrations. What was needed
was an exploration of his beliefs and perceptions of the use of discussion
and his underlying assumptions about how learning takes place and hence
the purpose of teaching.

A number of writers have explored these implicit conceptions of teaching
and learning which so pervade lecturers' thinking and decision-making.
The following two sections will examine studies of students' conceptions of
learning and teachers' conceptions of teaching.

Students' conceptions of learning

Sabo (1979) found that when he was interviewing students about whether
they were taking a deep approach (attempting to make sense of material)
or a surface approach (trying to reproduce material) they used the word
learning to mean different things. He interviewed many people about what
they meant by learning and was able to distinguish five categories of an-
swers, listed here, with examples of the kinds of things students who have
these conceptions say.

1. Learning as an increase in knowledge
The student will often see learning as something done to them by teachers
rather than as something they do to, or for, themselves. Learning is
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simply a quantitative accretion of information. 'To gain some knowledge
is learning ... We obviously want to learn more. I want to know as much
as possible.'

2. Learning as memorizing
The student has an active role in memorizing, but the information being
memorized is not transformed in any way. 'Learning is about getting it
into your head. You've just got to keep writing it out and eventually it
will go in.'

3. Learning as acquiring facts or procedures which are to be used
What you learn is seen to include skills, algorithms, formulae which you
apply, etc., which you will need in order to do things at a later date, but
there is still no transformation of what is learnt by the learner. 'Well, it's
about learning the thing so you can do it again when you are asked to,
like in an exam.'

4. Learning as making sense
The student makes active attempts to abstract meaning in the process of
learning. This may involve only academic tasks. 'Learning is about trying
to understand things so you can see what is going on. You've got to be
able to explain things, not just remember them.'

5. Learning as understanding reality
Learning enables you to perceive the world differently. This has also
been termed 'personally meaningful learning'. 'When you have really
learnt something you kind of see things you couldn't see before. Every-
thing changes. You have become a different person.'

Subsequent longitudinal research has confirmed these categories and elabo-
rated on category 5, distinguishing between 'seeing things in a different
way' and 'changing as a person' (Beaty et al 1992). There are other devel-
opmental schemes, describing how students change in the sophistication of
their perception of the learning tasks they face, which embody very similar
descriptions. Perry (1970: 9) outlines a nine-stage scheme of development
in which the first stage is described in almost identical terms to those of
Sap (`the quantitative accretion of discrete rightness to be acquired through
hard work and obedience').

In Saljo's scheme, categories 4 and 5 are clearly qualitatively different
from categories 1-3. Students who understand what learning is at Levels 1,
2 or 3 may have trouble comprehending what a deep approach consists of
and are very unlikely to take a deep approach to learning tasks. Students
who are at levels 4 or 5 can take either a deep or a surface approach,
depending on the task and their perception of its demands. The connec-
tion between these underlying conceptions of learning and the approach
students take to specific learning tasks is so strong that it is possible to
predict the quality of learning outcomes directly from students' concep-
tions of learning. All you need to know about students is that they have a
conception of learning at Level 1, 2 or 3 and you can be fairly certain that
they will only derive a superficial and fragmentary understanding from
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activities such as reading a chapter (Van Rossum and Schenk 1984). For
some students, then, their limited understanding of what learning consists
of prevents them from approaching learning tasks in a deep way and there-
fore from learning effectively. Could the same be true for lecturers that
their unsophisticated conception of teaching and learning prevents them
from teaching more effectively? While Saljo's categories were derived from
interviews with students, they provide insights into why some lecturers jus-
tify the teaching methods they use. I once heard a Harvard professor say
that 'students need to be able to drink from a fire hose if they are to
succeed on my course.' I don't think he realized that his boast about the
rate and volume of his lecturing simply revealed an unsophisticated concep-
tion of learning in which students' ability was seen in terms of their capacity
to absorb information.

As well as exploring students' conceptions of learning, research has also
explored students' conceptions of good teaching. Not surprisingly students
have widely varying ideas of what constitutes good teaching. This is very
important because theory-free standard student feedback questionnaires
are being responded to by students who believe completely different things
about what teachers ought to be doing. It is common for some students,
and particularly some overseas students, to prefer straight lecture program-
mes and predictable exam questions and react strongly against student-
centred methods and open-ended tasks where students share responsibility.
There is evidence from questionnaire studies that students who take a surface
approach have a different view of what good teaching consists of from that
of students who take a deep approach (Entwistle and Tait 1990). In one
case study in Gibbs (1992) an innovation designed to move students from
a surface to a deep approach had to be abandoned due to the strength of
student opposition to any change in the superficial demands their courses
made. We tend to respond to student feedback as if all students believe the
same things about what constitutes good teaching and that these beliefs are
the same as ours. This is clearly not the case and interpreting student
feedback is fraught with difficulties. Chapter 6 will explore this problem
further in the context of using student feedback in staff development.

Van Rossum and Taylor (1987) found that some students think that the
teacher should do all the work and make all the decisions. The teacher
should select the subject matter, present it in teacher-controlled classes,
devise tests and mark students on how well they have learnt the material
which has been presented. What is to be learnt and what learning outcomes
should look like should be completely defined by the teacher (a closed
conception of teaching). They found that other students think that while
the teacher has responsibility for setting the learning climate, for making
learning resources available, and for supporting students, all the responsi-
bility lies with the student: responsibility for selecting learning goals, devis-
ing appropriate learning activities and for judging when learning outcomes
are satisfactory (an open conception of teaching). The closed conception of
teaching is held almost exclusively by students with Salja's conceptions of
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Table 2.1 The relationship between students' conception of learning and their
conception of teaching

CONCEPTION OF LEARNING CONCEPTION OF TEACHING
(SaljO) (Van Rossum and Taylor)

Reproducing
(Levels 1, 2 and 3)

Closed
Teacher selects content, presents it
and tests whether it has 'stuck'

Meaning
(Levels 4 and 5)

Open
Learner functions independently with
the facilitation of the teacher

learning at levels 1, 2 or 3, while the latter, open; conception of teaching
is held by students with conceptions of learning at levels 4 or 5. This rela-
tionship is summarized in Table 2.1.

The key issue here is whether students see good teaching as closed teach-
ing because they have a reproductive conception of learning, or whether
they have a reproductive conception of learning because they have been
experiencing closed teaching. I believe the latter explanation, for three
reasons. First, it is easy to see even young children taking a deep approach
to learning. They are able to tell you when they don't understand and they
can sometimes surprise you by announcing when they have really under-
stood something which previously they had only learnt by rote (Rogers
1969). It seems as though an implicit understanding of different levels of
learning is somehow lost through schooling. Second, high school pupils
have been found to progressively abandon a deep approach over the four
years of their studies, implying an effect on their studying of the type of
teaching commonly used to prepare pupils for that level of exams (Tobin
and Fraser 1988). Third, longitudinal studies of students in higher educa-
tion have plotted rapid developments in the sophistication of students'
conceptions of learning, attributed directly to the nature of learning tasks
and assessment the students have experienced (cf. Gibbs et aL 1984). It
seems that students can become more sophisticated as learners as a conse-
quence of their experience of more open-ended learning environments.
This is a well documented and commonplace experience of students under-
taking third year undergraduate project and dissertation work after two
years of lecture-based and examined courses.

So here we have a picture in which the quality of student learning out-
comes is affected by students' approach, their approach is affected by their
conception of learning, and their conception of learning is affected by the
type of teaching they experience not the teaching and learning methods
themselves so much as the underlying model of teaching and learning
these methods embody. So next we need to explore these underlying models
and lecturers' conceptions of teaching and learning.



26 Directions in Staff Development

Teachers' conceptions of teaching

There have been a number of accounts of fundamental differences in what
lecturers believe themselves to be trying to do in teaching in higher edu-
cation. Some relate to discipline differences while others have been based
on teasing out underlying conceptions of teaching. Northedge (1976) ex-
plored what he called 'our implicit analogies for learning process'. He
contrasted building and gardening analogies, illustrating the way these power-
ful analogies imbued the decision-making logic of lecturers even where
they had no conscious knowledge of a theory of learning (and would prob-
ably deny the value of such theories). He showed how apparently rational
decisions about how to design courses could be traced back to these implicit
analogies.

Fox (1983) described four conceptions of teaching and learning based
on interviews with new lecturers. He proposed a 2 x 2 model in which he
distinguished between who initiates the learning (the teacher or the student)
and the focus of learning (content or change in students' understanding
and skills). So, for example, some lecturers believe they have the responsibility
to initiate learning and they see their goal as knowledge acquisition while
others believe that students have responsibility to initiate learning and the
goal is changes in students' understanding and skills.

Trigwell et al. (1993) used phenomenological methods to explore lecturers'
approaches to first-year teaching on science courses. They describe five
categories of approach to teaching evident in lecturers' explanations of
what they do and why.

1. A teacher-focused strategy with the intention of transmitting information
The focus is on facts and skills but not the relationship between them.
Prior knowledge is not seen as important and it is assumed that students
do not need to be active in their learning.

2. A teacher-focused strategy with the intention that students acquire the concepts of
the discipline
It is assumed that concepts can be transmitted by telling them to stu-
dents and that students do not need to be active.

3. A teacher/student interaction strategy with the intention that students acquire the
concepts of the discipline
Students are not seen to construct knowledge but to gain it through
active interaction in the teachinglearning process.

4. A student-focused strategy aimed at students developing their conceptions
It is assumed that students need help to develop their world view or
the conceptions they already hold through the active construction of
knowledge.

5. A student-focused strategy aimed at students changing their conceptions
It is assumed that conceptions cannot be transmitted but that students
have to reconstruct a new world view or conceptions.
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Table 2.2 Approaches to teaching

INTENTION

STRATEGY

Teacher-focused Student-Teacher Student-focused
interaction

Information transmission A
Concept acquisition
Conceptual development
Conceptual change

D

This category system embodies two key variables: intention and strategy.
The four intentions involved are information transmission, concept acqui-
sition, conceptual development and conceptual change. The three strate-
gies are teacher-focused, teacher-student interaction and student-focused.
The relationship between these two variables is summarized in Table 2.2.

It is a common experience of staff developers to, from time to time,
encounter almost total intransigence from some individuals in the middle
of workshops. After a period of apparent open-mindedness and interest,
participants suddenly dig their heels in and stop you dead in your tracks.
No matter how many practical objections you manage to respond to with
practical solutions, no matter how many examples you are able to provide
of the use of the methods under discussion or even hard evidence of their
success, a complete impasse has been reached. Participants start every sen-
tence with 'yes but . ..' and engage in all kinds of extraordinary defensive
mechanisms. A clue to what is going on can sometimes be found when they
appeal to some vague sense of 'what university education is all about' or
your 'not understanding the nature of the discipline'. I have gradually
learnt to recognize that what has usually happened is that I have tripped
over a fundamental underlying conception of teaching and learning which
is challenged by the conception implicit in the methods being discussed.
These fundamentals may involve the notion of a fixed corpus of knowledge
which must be covered, the belief that students require some kind of mastery
of a body of knowledge before anything else can be tackled, or the convic-
tion that students are incapable of making any appropriate decisions about
what or how to study because they are not yet subject experts. Brew and
Wright (1990) encountered a range of conceptions underlying different
Open University tutors' resistance to using methods in a staff development
resource pack. For example, one technology tutor explained why he didn't
adopt any of the suggestions for group discussion in tutorials: 'with the
limited amount of time with the students, being an engineer, I tend to
think that I have to get the facts across . .. and I think that is the important
thing, to try and summarize the important points.' Staff development runs
up against these notions, and the conceptions of teaching and learning
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which underlie them, all the time, and cannot make much headway without
tackling them. The problem is how.

The 53 Interesting Ways To Teach series of books (cf. Gibbs et al. 1984)
were written in an attempt to avoid this problem. Because lecturers were so
uninterested in theory or reluctant to reconsider their goals, indeed resist-
ant to any frontal assault which involved thinking rather than action, we
attempted to change lecturers' conceptions by subterfuge. The teaching
methods we described nearly always shared an underlying implicit model of
teaching and learning. However, we seldom mentioned this underlying
model. Methods were presented in a brief and attractive way which made
them look possible to try and were clearly targeted at teaching and learning
problems lecturers could recognize and frequently experienced. We hoped
that by trying out simple methods, without being asked to think about
theory or abandon cherished belief, lecturers would learn experientially.
The methods would inevitably work because they were so brilliant. Lecturers
would see how student learning changed qualitatively and their eyes would
be opened. To an extent this strategy actually worked and we have had
many conversations with and letters from lecturers who picked up methods
simply by reading and who subsequently realized all sorts of interesting
things about teaching and learning as a consequence of trying methods on
a purely pragmatic basis.

However, the way these lecturers articulated their understanding left a lot
to be desired and would seldom have provided a sound basis for decision-
making beyond the immediate vicinity of the particular methods with which
they had experimented. Even those who took the trouble to write or phone
us had not often reflected to any great extent on why methods worked; as
well as signs of evidence of dawning understanding, we saw signs of mechan-
ical and thoughtless repetition of techniques. I once had an early morning
call from an anxious lecturer from Trondheim about to start a class, asking
if, as his class was 55 minutes and not an hour long, would the carefully
timed sequence of activities on page 54 still work?

Methods and models

I have argued in the past (Gibbs 1981) that study skills on their own are of
limited value and that students are perfectly capable of taking any particu-
lar study technique and corrupting it to achieve their own, often inappro-
priate, ends. Ramsden et al. (1986) showed how a perfectly well conceived
study skills course succeeded only in orienting students to take a surface
approach and failed either to change students' skills or orient them towards
attempting to make sense of the material they were studying. Without some
understanding of the type of learning they are supposed to be engaging in,
study skills on their own are unlikely to help students to learn appropriately
or effectively. The most important aspect of students' studying is their sense
of purpose rather than their technique (Gibbs 1983). They need to have a
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clear sense of what they are trying to do and what they want out of their
studying efforts. I believe the same arguments apply to lecturers and teach-
ing techniques as to students and study techniques.

It is not enough to select new teaching methods or course designs on
purely pragmatic grounds without an understanding of the way students
are likely to respond to these methods or any engagement of lecturers with
the conceptions, values and purposes underlying methods. Blackmore and
Harries-Jenkins (1994) reported how a lecture-based accountancy course
with large student numbers was replaced by a course involving less teaching
and more, supposedly independent, learning from learning packages. This
is the kind of change in methods which staff developers (and management)
often encourage. However, the course succeeded only in moving the stu-
dents from a deep to a surface approach and reducing their motivation.
Students gave up trying to make sense of the material and only attempted
to reproduce it, and some students gave up altogether. It is not enough
simply to innovate. Without a more sophisticated conception of teaching
and learning, lecturers will often be in no position to make appropriate
decisions about what directions to innovate in or how to implement inno-
vations effectively. I have often heard lecturers say 'Oh, we've tried group
projects [or any other method they can think of] and they don't work.'
Without a more sophisticated conception of good teaching or good learn-
ing, lecturers will often be in no position to understand why things have
gone wrong or even to notice that things have gone wrong. In Blackmore
and Harries-Jenkins' study (1994), the best clues about why the quality of
student learning had declined so much came from the use of the Approaches
to Studying Inventory.

Just as I have argued that students need to experiment with study tech-
niques and try to understand why some methods work in some situations
but not in others, so lecturers must experiment and try to understand what
is going on and why some teaching methods and course designs work in
some contexts but not in others. Just as I used to tell students that I didn't
care what study methods they used as long as they were in a better position
to make principled decisions about how to tackle any particular learning
task in the future, so it is more important that lecturers understand better
what is going on in their courses than that they have mastered a new
technique. The main feature of the programme for new lecturers at Oxford
Brookes University is not the list of teaching topics which are covered the
programme is not competence based but that lecturers leave the pro-
gramme in a better position to make appropriate decisions about how to
teach.

Action research

The Council for National Academic Awards (CNAA) funded project, Im-
proving Student Learning (Gibbs 1992) employed action research as a vehicle
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Develop a plan of action
to improve what is

Act to carry out the plan

Reflect on these effects to develop
an understanding as a basis for future

planning and action

Figure 2.1 The four stages of action research

Observe the effects
of the action already

happening

for getting lecturers in ten institutions to develop their understanding of
the way their courses were operating at the same time as developing their
practice and their courses. The project was designed to apply student learn-
ing research to the improvement of courses and student learning. Action
research brings practice and theory, action and research together. It in-
volves lecturers researching their own practice in a cyclical sequence in four
stages (as shown in Figure 2.1). Originally developed by Lewin in the USA
in the 1940s and applied by Stenhouse to curriculum development in schools
in the UK in the 1970s, action research has become widely adopted as a
model for change in courses and teaching. A number of useful guides to
action research practice in higher education are now available (cf. Kemmis
and McTaggart 1988; McKernan 1991; Kember and Gow 1992; Zuber-Skerritt
1992; Kember and Kelly 1993) and I will not attempt to provide an instant
guide here. From the point of view of the Improving Student Learning
project, action research had the following advantages.

Those studying the innovations would be very close to what was happen-
ing; the project was not concerned with neutral objectivity.
What was learnt would be able to be applied immediately, even though
that would change the nature of the innovation. The project was not
concerned with tightly controlled experimental comparisons of fixed
alternatives.
Those involved would learn and develop as teachers; the project was
concerned with staff development as well as with innovation.
Through the cyclical process of action research, more progress would be
made in developing teaching and assessment methods and in developing
ways of monitoring the quality of student learning.

Action research differed in important respects from what could have been
mere case studies of innovations, as summarized in Table 2.3. The Improving
Student Learning project used the notions of deep and surface approaches

4
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Table 2.3 Comparison of case studies, undertaken by external researchers, and
action research undertaken by lecturers

Issue Case study Action research

When does the
research take place?

Who does it?

Do the researchers
implement the
innovation?

When does learning
take place for the
innovators?

Who does the learning?

Is the innovation fixed
in advance?

After the innovation is in
place usually as a 'one
shot' picture.

A neutral person, usually
an outsider.

No

Afterwards

The researcher

Yes

Whose perspective does That of the researcher
the research take?

Throughout the process of
innovation

Those involved in the
innovation

Yes. Those studying the
innovation are those who
implement it.

Throughout

The innovators

No, it is modified by what
is learnt through studying
it, as it develops

That of those involved

to learning as the theoretical context for action research and the Approaches
to Studying Inventory and in-depth interviews as the main research tools. It
supported a team of lecturers in researching their own innovations. The
project demonstrated that it was possible to shift students from a surface to
a deep approach and to improve the quality of learning outcomes in a
variety of contexts and through a variety of innovations, and to identify
under what circumstances and through what mechanisms these beneficial
changes were possible. The outcomes of the project have been dissemin-
ated through two conferences in the UK, 30,000 leaflets and a book (Gibbs
1992), and have been publicized widely in the USA and in Australasia
through conferences and workshops in a number of institutions. One heart-
ening outcome of this dissemination was evident at the 1993 Improving
Student Learning Symposium at Warwick (Gibbs 1994). Although the key-
note papers were presented by researchers, most of the papers were by
lecturers who were researching their own practice and most of the parti-
cipants were lecturers, not researchers. This was a marked contrast to the
kinds of event described in the second paragraph in this chapter which
took place in the 1970s. The research basis, concepts and research tools
were very much the same, but the use to which they were being put was very
different.
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Action research as a staff development process

In this section I will give brief accounts of a variety of staff development
initiatives as a way of distinguishing between different kinds of action re-
search which are driven by theory or institutional processes to a greater or
lesser extent.

Pure action research and grounded theory

In Australia, Zuber-Skerritt (cf. Zuber-Skerritt 1992) has led an action
research movement underpinned by the notion of grounded theory (Glaser
and Strauss 1967). It emphasizes the importance of the understanding lec-
turers develop from their action research emerging out of the specific teach-
ing and learning contexts they are working in, rather than being derived
from existing research and theory. This contrasts with the use of existing
theory and research tools applied by lecturers to their own situation, as
used in the CNAA Improving Student Learning project described above. At
the University of Queensland in Australia, the Departmental Excellence in
University Education Project (Zuber-Skerritt 1993) used Australian Federal
Government funding to support nine major action research projects. I was
involved in presentations, workshops and consultancy with those who were
about to bid for these funds. Those involved had already been to a work-
shop on action research and some of their reactions were not positive. It
was seen by some as 'organized common sense', 'process without any con-
tent' or 'a time-consuming way to re-invent the wheel'. I found those involved
eager to be given practical research tools and a strong research framework
within which to work (such as that provided by student learning research),
rather than having to start from scratch. The rationale for grounded theory
is that participant observers should not be constrained in what they see by
preconceptions from theory derived from different contexts. However, as
we have seen, lecturers already have implicit theories of learning and teach-
ing and these will greatly influence their perceptions. There is a real danger
of action research operating only within existing implicit models and not
being challenged, of lecturers collecting only the kinds of data which fit
their implicit models (for example, only quantitative measures of learning
outcome) and of any grounded theory being developed simply being an
externalizing of implicit models. As we have seen, what students say about
teaching is also rooted in their conceptions of learning and it takes more
than a commitment to action research to interpret students' responses. It
takes a familiarity with the kind of research literature referred to earlier in
this chapter. Lecturers need to collect the kinds of data which could chal-
lenge their unsophisticated conceptions and models of learning which can
help in interpreting this data.
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Innovation and evaluation

In the UK there have for some years been institutions which have funded
educational development projects ( Jaques 1987) and such schemes are
becoming commonplace. At Oxford Polytechnic a Staff Release Scheme
was modelled on Brighton Polytechnic's similar scheme and has supported
20 or so projects a year since the early 1980s. Most of these projects in-
volved introducing new teaching and learning methods into courses, and
it has always been a requirement to plan and undertake evaluation of the
innovation's effectiveness. However, most of this evaluation has been prag-
matic and theory-free and has led to little reconceptualization of the imme-
diate practical problems, let alone a reconceptualization of the nature of
teaching and learning. Such schemes are usually described as staff develop-
ment programmes, but it is not the case that development of courses or
teaching materials inevitably leads to staff development.

In contrast, the TRAC (Teaching, Reflection and Collaboration) project
at Queensland University of Technology (QUT), supported by the same
Federal funds which supported their rival's DEUE project described above,
involved extensive reflection and write-ups of projects, peer collaboration
and clinical supervision in an action research approach to innovation (cf.
Carr and Kemmis 1986). The reports from the projects involved in this
initiative (Weeks and Scott 1992) involved references to published litera-
ture on teaching methods and research methods. This differed from the
Oxford Brookes model in being more reflective and from the University of
Queensland model in being less pure about grounded theory. At QUT the
lecturers were making use of available theory and being encouraged to
reflect upon it, supported by educational development staff. Here course
development and staff development went hand-in-hand, driven by reflec-
tion and supported by research.

Beyond evaluation

In my experience it is not enough to sell to lecturers the advantages of
action research or to simply explain the action research cycle. They want to
know exactly how to find out what is going on in their courses. They may
well have undertaken evaluations of teaching or courses in the past but
usually this has been for the purpose of checking that a course or a teacher
is not rated much worse than other courses or teachers or checking that
enough students are reasonably satisfied. Even where evaluation has been
fairly high profile there has seldom been a genuine desire to understand
what is going on. As a result, few lecturers know how to do action research:
they simply don't have the research tools.

In the USA, where enormous quantities of student feedback are col-
lected, the American Association of Higher Education (AAHE) have found
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it necessary to publish a collection of techniques for what they call class-
room assessment (Angelo and Cross 1993). They use the term assessment
to include what we would term evaluation and also ways of ascertaining
what students have learnt and understood. The AAHE have run confer-
ences based on this theme as part of an initiative to encourage faculty to
research their own practice. This initiative was triggered in part by a Carnegie
Foundation Report (Boyer 1990) which was concerned with the notion of
the 'scholarship of teaching' an attempt to bring to the improvement of
teaching some of the individualistic creativity and rigour which academics
bring to the scholarship involved in their research.

There are also a number of accessible publications from the UK and
Australia designed to give lecturers good ideas about how to collect useful
information to follow up hunches about what might be going on in courses
(cf. Gibbs et al. 1989; McKernan 1991). The importance of going beyond
routine evaluation to the committed exploration of practice has been
emphasized repeatedly by Ramsden (cf. Ramsden 1992) who has done more
than most to explain and demonstrate the relevance of student learning
research to the improvement of student learning. In the CNAA Improving
Student Learning project those involved did not simply evaluate their teach-
ing. They had all undertaken evaluations in the past. Instead they researched
it, using research tools and research concepts.

Action research and initial training

At the University of Brighton the programme for new lecturers has involved
the use of action learning sets (cf. McGill and Beaty 1992) in which, at
regular meetings between lecturers (learning sets), participants took turns to
gain the support of the set in tackling teaching problems. They undertook
action learning between meetings, learning through personal experimenta-
tion and reporting on progress at subsequent meetings. However, these
were not theory-free discussions and neither was the theory grounded. The
programme also contained workshops which familiarized lecturers with stu-
dent learning research; it is this research base which informed their action
learning. At Oxford Brookes University the programme for new lecturers
involves negotiated learning contracts in which lecturers engage in small
scale innovation and reflection on their practice. However, there is little
theoretical or research basis for this innovation and the only preceding
workshops are concerned with teaching and assessment techniques rather
than with the kind of theory or research tools which could enable reflection
to go beyond past experience. Much initial training is evolving from skill
development models towards reflective practitioner models (cf. Schiin 1983),
but there needs to be careful attention paid to the tools, both practical and
conceptual, with which lecturers are equipped if their reflection is to lead
to worthwhile development.
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Conclusion

Traditional research into student learning has had little impact on practice
in higher education. Part of this research helps to explain why, by showing
how lecturers have different conceptions of teaching and learning and
defend their conceptions from alternatives. Action research has offered a
way of engaging lecturers directly in researching their own practice and this
has held out the promise of lecturers developing their own conceptions.
However, such changes, it is argued, are unlikely to come about through
lecturers' development of grounded theory, which may simply reinforce
preconceptions. Instead, action research should take advantage of develop-
ments in research and research tools and build directly on more sophisti-
cated conceptions of teaching and learning and challenge preconceptions.
Whether institutional funding for educational development projects and
initial training bring about conceptual change as well as practical innova-
tion may depend on the extent to which those involved are assisted in
reflecting on their practice from a theoretical standpoint.
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Accredited Courses in
Teaching and Learning

Lee Andresen

This chapter describes an innovative approach to academic staff develop-
ment in which academic credit is gained for formally assessed study of
university teaching and learning over a sustained period. It is a form of
action research where participants undertake semester long projects to study,
through action interventions, their teaching and their students' learning.

The primary goals are two: for participants, to establish habits and skills
for lifelong critically reflective professional practice; for the institution,
to enliven and invigorate departments with a cadre of committed, well-
informed, thoughtfully critical teachers, conversant with student learning
research and adult learning principles, able to give intelligent reasons for
action.

A Schonian view is taken of the theory practice relationship; theories of
practice are understood to develop out of the study of effective practice.
Participants exercise a high degree of autonomy and learning independ-
ence. Designed for academics, the programme focuses solely on teaching
and learning. The approach, with slight modification, could be focused on
administration, leadership and institutional renewal and hence be applic-
able to academic and non-academic university managers.

Unlikely hypothesis

Since early 1991, generous funding from the Australian Federal Govern-
ment has enabled us, at the University of New South Wales (UNSW), to test
an hypothesis challenging the central assumptions of three decades of staff
development. Academics across all disciplines and levels of appointment
will, it is believed, willingly engage in the intellectually rigorous study of
university teaching and learning, but only if this leads to academic credit.
Our novel, articulated programme demands sustained, within-service study
while participants continue regular academic duties. After one to three years
of successful study they receive a Graduate Certificate, Graduate Diploma

4
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or Masters Degree in Higher Education. Evaluative studies now undertaken
lend strong support to our hypothesis. The discipline and profession of
higher education has become regarded, by the majority of participants, as
intrinsically worthy of study as their own disciplines an acceptance presum-
ably heightened by the strategic value they place on the resultant accredit-
ation for career development.

In the last two years, similar developments nation-wide across Australia
indicate a rising level of interest in graduate programmes. Ours remains the
only one offering a full range of subjects to Masters level. The United
Kingdom's SEDA scheme for Initial Accreditation of Teachers in Higher
Education (Baume 1992) has substantial similarity to the UNSW approach,
despite important formal and procedural differences between the two
schemes. The eight SEDA objectives match almost precisely the content of
the UNSW subject descriptions. The SEDA values statements which encom-
pass student learning and individual differences, education as development,
academic scholarship and teamwork, equal opportunity and reflective prac-
tice capture very accurately the ethos of our programme. Thousands of
miles apart, these strikingly similar developments suggest independently
conceived but parallel solutions to a common problem. For the first time
in recent years academic staff development credit programmes are sensed
to be feasible and acceptable. We think they are also superior.

Surprising outcomes

Five full semester cohorts, about 25 academics in each, have participated.
Almost 150 are currently enrolled and over 100 study a subject each semes-
ter. Four graduation ceremonies have seen the first small proud groups of
Certificands and Diplomates taking out credits some, insatiably, returning
to study more. The first Masters cohort completed their major projects in
1993.

How might one measure an institution's level of application to profes-
sional development? Using as index the number of person-hours spent
(private study, programme attendance, and on-the-job application) our
participant group amasses an impressive total. For a Graduate Certificate
one invests two semesters, around 28 contact hours, and three to four times
that in project-based action research all without forsaking normal teach-
ing, research, administration and community service. The most addicted
workshop junkies might attend six half-day workshops a year some 15-20
hours but median attendance would be around three hours a year for the
clientele of short-course programmes. But we would conservatively estimate
our participants' commitment at 120 person-hours per semester, represent-
ing a convincing quantum leap in institution-wide commitment to profes-
sional development.

The sceptic argues that under conventional programmes the sheer number
of staff able to be contacted and influenced is obviously larger. We believe,
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on a growing body of evidence, that the total institutional and personal
impact of credit programmes, albeit undertaken by fewer staff, is likely to
be much greater. Indeed it may prove to be the investment having highest
impact, hence most strategic, among all current approaches to academic
staff development.

Roles

In a credit programme the traditional staff developer role of colleague and
peer-consultant needs to be modified. While firmly remaining academic
colleagues and peer-consultants to participants, we must also present our-
selves as, and work to be accepted in, the new, difficult role of academic
supervisor and ultimately judge and assessor. Participants become our stu-
dents in a full academic sense, a status unlikely to be experienced in con-
ventional non-credit programmes. Yet, in becoming academic supervisors,
we never cease to be fellow academics and colleagues. It would be futile to
hide this conspicuous role-ambiguity. Our difficult but achievable task is to
avoid even the appearance of role confusion by, among other strategies,
identifying and acknowledging the two roles and encouraging participants to
understand their corresponding dual roles of student and colleague to us.

Participants
Academic and professional pursuits of our group cover the entire spectrum
of university life. On the one side participants come from design, fine arts
and humanities; on the other from surgery, law, engineering and physics
and everything between. Appointment levels range from quasi-academic
(instructional designers, professional officers, part-time tutors) through tutors
and lecturers (the majority) to senior lecturers. We even have a sprinkling
of associate and full professors. Most are in their first few years of university
teaching but we discourage (without forbidding) enrolment in the first
teaching year. The distribution is changing, however, and each successive
intake shows a growing 'hump' around 6-12 years experience. Women are
represented at least in proportion to their relative numbers on staff, some-
times in excess of that.

Persistence

In each cohort a couple may drop out early, frequently with enormous
regret plus strong assurances to return soon. Drop-out is almost always
because of lack of departmental support. Some cannot find time for giving
study the justice it deserves, largely through the unreasonable demands of
senior administrators. Even fewer leave displeased or disillusioned, saying
`not for me'. Our late-1993 evaluative study found that only one out of 20
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interviewees found study unsatisfying, and even that respondent admitted
receiving considerable benefit from the programme.

However heartening this evaluation might seem, the most convincing
evidence lies beyond the statistics in participants' astonishing level of en-
thusiastic commitment. When polled as to how many study hours they spent
on a subject, many describe without any regret a time outlay far beyond
what we had asked or hoped for, and explain that they gave this time purely
because they wanted to not because we demanded it. Some of our earlier
jaundiced views on academics' potential for ever being 'turned on' by edu-
cation studies have been radically challenged. Though the experiment is
not yet over, in the motivation stakes at least the evidence is convincing.

Distinctive programme features
Subjects

Except for Masters Projects each subject comprises a one semester one-
credit individualized programme of project-based study:

Foundation subject:
Introduction to University Teaching Basics of reflective practice and

action-learning plus findings of
student learning research

Certificate-level subjects:
Communication and Knowledge

Facilitating Student Learning

Diploma/Masters level subjects:
Designing and Developing
Curricula
The Context of Teaching and
Learning
Assessment and Feedback

Information Technology for
Teaching and Learning

Varieties of Teaching and Learning
Process

4J

Language, reading and writing:
the construction of knowledge
between teachers and learners
How students learn: current
research and theorizing, and
their implications for practice.

Design and evaluation of
subjects and programmes
The academic profession in
social/political context
Assessing students; its relation
to the quality of student learn-
ing and development
Computer, communications and
information technologies as
efficiency tools
Origins and justifications, and
ways of challenging, dominant
ways of constructing educational
experiences
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Professional Expertise Theory and implementation of
reflective practice: critical study
of Schon's work

Researching Educational Practice Strategies for teachers to set up
small-scale investigations into
their own practice

Supervised Masters Projects Substantial action research
major (4-credit) and minor investigations into selected
(2-credit) aspects of participants' own

practice or that of their depart-
ments

Flexibility

Within a closely articulated programme structure, this range of subjects
appears to be diverse and comprehensive enough for most if not all partici-
pants to have their individual needs and interests met. They are encour-
aged to be opportunistic in their choices. Some who decide to study
Designing and Developing Curricula, for instance, have done so because
they were already engaged in, or expected to have to undertake, substantial
course development or evaluative work in their departments. They thus
constructed their action research project around that very task.

Participants find it particularly congenial to be able to:

enter, if they choose, with advanced standing for subjects of similar kind
studied elsewhere;
enter with a waiver of the requirement to study the foundation subject
first, if they can establish their experience and practical familiarity with
action research and reflective practice;
suspend studies for one or two semesters while they catch up on research
or cover particularly heavy periods of teaching, then return without loss;
negotiate, at will, alternative project specifications within any subject, to
suit unusual or unexpected teaching circumstances and career needs;
should they feel they have studied enough, take out credits appropriate
to whatever level of achievement has been reached, regardless of which
programme they were enrolled in;
return to study at any subsequent time, cashing in credits previously taken,
in order to continue towards a higher level.

Ethos, directions, values

Lynch-pin to the whole structure is the constant challenge to learn to en-
gage in critically reflective practice. Our use of this notion, from The Reflec-
tive Practitioner (Schon 1987) is strongly coloured by Brookfield's (1990)
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and Mezirow et al's (1990) interpretations of criticality in adult learning,
and also by influences from Habermasian critical theory and its action-
learning applications developed by Altrichter, Kemmis, Bawden and others
(Zuber-Skerritt 1991). There are three levels at which this challenge is
explicitly encountered in the programme. By explicitly I mean engaged in,
named, discussed, observed, becoming itself a subject of curriculum dis-
course.

1. Every subject is project-based. There are no examinations and little or
no ordinary academic essay writing of the kind intended to prove that
one knows something. Assessable, small-scale investigative or reflective
projects are conducted within the context of either self-selected or
directed reading programmes and reported in ways appropriate to the
subject matter. Each investigates and develops an aspect of the teacher's
work or of student learning in a subject being taught. A condition of
enrolment is to be currently employed in tertiary teaching.

2. The teaching method, whether interactive class process or independent
study materials, is the subject of ongoing critical reflection by each re-
sponsible teacher on our team. Our instruction of our participants is
itself promoted to become an item of critical discourse and part of the
overt curriculum. Staff strive to set a model of critical self-reflective prac-
tice. The fortnightly foundation subject newsletter regularly challenges
participants to ask why we have chosen particular ways rather than others
for engaging them with the content. We offer reasons for our choice of
method but freely admit to the same dilemmas and uncertainties our
students face in their teaching. We challenge them to ask what factors
are influencing their own learning, and how this might relate to the
approaches their own students take.

3. While the experience of becoming a student again is a crucial factor, this
must take place within a critical and supportive community. In attending
conventional short-term activities, academics typically remain teachers
their status is never challenged. In our credit programme design they
become students-who-are-also-teachers. This can have startling, immedi-
ate impact on their conceptions of what teaching and learning mean.
The foundation subject, for instance, introduces the group to self- and
peer-assessment through debating and voting for criteria by which their
project work will be assessed. They test the criteria by exchanging and
appraising one another's efforts at the first piece of project work. In a
typical outburst one may say (as did occur) 'This is the first time I have
ever actually thought about what assessment means, and I've been assess-
ing my students for five years! Why hasn't anyone told me before?'

4. Everything that transpires can be taken as material having potential to
reflect (in Schon's metaphor of the 'hall of mirrors') the teaching/
learning relationship between participants and their own students. Some
typically have trouble producing work on time and ask for extensions
an ideal opportunity for critically reflective action-learning. We may ask,
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`How would you respond if your student came to ask you for an exten-
sion and offered a reason like the one you are giving me?' No deserved
extension will be denied, but the learning value is that they should
understand how every transaction between them and us mirrors an iden-
tical potential transaction between them and their students. Participat-
ing means studying teaching and learning as present transactions between
us and them, as well as through their own teaching. There seems to be
something inherently attractive, educationally relevant and mutually
motivating in this process.

Research basis

Within the under-arching theoretical platform a further plank is the notion
of changing conceptions of teaching and learning. Introduced mainly
through the work of Ramsden (1992) and Bowden (1988) this perspective
enables us to understand our work with participants as consistently analo-
gous to their work with their own students, particularly in regard to the
Gothenburg/Lancaster (Marton et al. 1984) notions of deep/meaningful
versus surface/reproductive learning which were spelled out in the previ-
ous chapter, and of how the essence of the teaching/learning transaction
involves changes in ways of viewing the world. That body of research is
given high profile with two goals in mind.

First, that participants will permit it to profoundly influence their own
approaches to teaching and the evidence is that they do. The foundation
subject's first task, based on one devised at the Oxford Centre for Staff
Development (1989) requires them to interview three students and make
conclusions about approaches those students take to study and conceptions
they hold of learning. The experience of doing the exercise is typically
profoundly illuminating. They write, some passionately, how this is the first
time they have listened to students' own stories of the experience of learn-
ing. 'I never expected that X would think about learning in that way.' Y's
study motivations are the very opposite of what I had always assumed!'

The second goal is for participants to understand themselves (as our
students) to be capable of developing a richer conception of what teaching
itself might mean. This is not an easy task, much more difficult for some
than others. End-of-session course appraisals reveal how some aspect of the
course or of their outside circumstances has inclined them to adopt a more
superficial approach than they wished, or that some experience plunged
them into adopting a deep approach, spending more time exploring the
subject than they had ever intended. For those able to take this step into
critical reflection on their own learning, the programme can evidently
become a springboard from which they sometimes take off into full flight.
The congenial and supportive community enables them to develop and
refine their own embryonic sense of what good teaching and learning mean,
in order to go back into their departments and begin making changes.

U'
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But we are beginning to understand how changing conceptions of teach-
ing and learning is most difficult for those whose obsolete view of good
learning (as 100 per cent recall of information transmitted) and of good
teaching (as ability to transmit a body of knowledge faultlessly) has been
sustained without challenge from their own student days and nurtured by
working in a department where a similar ethos prevails. They are shocked
to encounter a programme having no syllabus to be learned, where teachers
are didactic only reluctantly and by special arrangement, and where the cri-
terion for success is not how much can be remembered. The most we may
achieve is to have generated the awareness of an alternative conception,
that things are not as cut and dried as they previously thought. The experi-
ence probably also engenders a heightened sense of confusion and uncer-
tainty. They will have to resolve this themselves in the future.

Skills

The programme does not focus primarily on the development of skills or
discretely defined teaching competencies, nor is it behaviourally-based. We
generally eschew micro-teaching approaches and may never actually ob-
serve our own participants teaching. We do not, on the other hand, ignore
the place of skills in good teaching. Modelling, demonstrating and practis-
ing a range of effective techniques occupies a substantial place in the foun-
dation subject and in some others. But the clear message is that no amount
of clever teaching can make much difference unless participants develop a
robust understanding of how intimately their work as teachers is related to
their experience of having been, and now being again, learners; of how
their conception of good teaching is a corollary of their own conceptions
of what good learning means; and of how that is likely to profoundly influ-
ence their students' conceptions of and approaches to learning.

Credit

The fabric of university culture is deeply invested with a currency intimately
bound up with the value of academic credit. The baccalaureate, diploma,
Masters degree, PhD, all signify not merely the achievement of a level of
intellectual and/or professional competency, but that the thing that has
been studied is itself a worthy object of study. Pursuing this value is readily
distinguishable from the mere 'paper chase'. We have become strongly
confirmed in our initial belief that the challenge of rigorously studying the
profession of teaching, following the best traditions of scholarship, is not
only far more motivating than the mere lure of a degree or diploma, but
actually operates to heighten the value and regard in which participants
and the rest of the academic community hold that profession.

It would be naive to deny that the promised qualification is one important
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factor helping people remain on task over a difficult one, two or three years
of study. Anecdotal evidence suggests, however, that an even more powerful
factor may be the shame of being seen to have given up on a worthwhile
academic task to which they have publicly committed themselves. This fac-
tor is unlikely to be present in short-term programmes. In sum, it seems
that if a thing is worth working hard at, it is worth getting credit for, and,
in the absence of credit, people are unlikely to work hard enough to make
significant changes in themselves or the culture of their academic environ-
ment, nor will their colleagues seriously respect the work they have done.

Other than when teaching, much of a programme coordinator's time is
spent consulting with participants about their progress, goals, satisfactions
and inevitably their motivations. I cannot conceive of this programme
being as motivating as it is without the reasonable, indeed necessary, prize
of substantial academic credit at the end of the road. Studying, rigorously
and painstakingly, one's own teaching and one's students' learning, is and
is seen publicly to be a task in which success is worthy to be crowned with
honours in the same way as any other kind of scholarly enterprise.

Communication and support

Years of exhaustive evaluation of short courses, seminars and workshops
consistently demonstrated to us the importance of one particular impact
factor which has become recognized in programme design. That factor
embraces all aspects of teachers' relationships to one another. It encom-
passes communication and support, teachers sharing and being with other
teachers, disclosing their fears, joys and hopes, and viewing one another
as non-competitive colleagues with much to teach and learn from one an-
other. Recent work on teachers helping teachers is in this mould (Willerman
et al. 1991). Some particularly facilitative strategies include the following:

Peer-observation and peer-support are placed within mandatory project
work so that, for instance, participants are expected to observe and com-
ment upon one another's classes and record those experiences in jour-
nals and final reports. This leads, we believe, to appreciating how each
teacher's problems are unique in the sense that no technical fixes are
ever sufficient to solve them; yet at the same time no teacher's problems
are so unusual that observing another and discussing common experi-
ences cannot illuminate the path towards finding solutions.
Peer support, communication and group problem-solving are used in
face-to-face class work. That means, for instance, starting a three-hour
workshop with forty minutes of 'I have a problem' groups, or with twenty
minutes of silent listening activities in pairs or triads. Most people, with
practice, learn to value the opportunity to recount events of their past
weeks, their achievements and their failures. 'Others have problems just
like mine I'm not alone after all! And I'm neither stupid nor incompetent
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just because I have problems!' Some of the most unlikely others occa-
sionally have brilliant ideas that I can use.'
In various ways we either prescribe or encourage writing and sharing
autobiographical reflections on ourselves as learners and as teachers. Jour-
nal writing on day-to-day hopes, trials and experiences of learning-by-
doing are, to some extent or other, part of every subject and obligatory
in some. Autobiography, as recommended by Brookfield (1990) can re-
late our own experience of having been learners to our present role of
teacher and facilitator of other people's learning. A major autobiographi-
cal essay with which one subject begins is described by participants as
being at once the hardest and the most rewarding piece of academic
writing they have ever done. Reading Logs are also used in subjects where
appreciation of a literature base is important and critical reflection upon
set or personally selected texts is required.
We encourage electronic mail networks among those staff able to com-
municate via their computers, and in open learning subjects tele-
phone conferencing gives people a sense of being members of a learning
community. They exchange telephone numbers, arrange local meetings,
pair off to support one another, or whatever they may wish. These strat-
egies provide pointers to how participants' own departments and institu-
tions can be moved in the direction of learning organizations using
networking for critical sharing of views not only in teaching but also
in wider spheres of management and academic work. Regrettably,
technophobia continues to rule in some participants' lives and it can be
difficult to get them motivated and willing to use the powerful but some-
times intimidating networking technologies now available. There is a case,
though we have not yet followed it through, for making electronic net-
working mandatory within a programme of this kind (Davies et al 1993).

Institutional change

We always encourage, and in some subjects explicitly demand that partici-
pants share with colleagues in their school or department whatever they are
learning and discovering out of our programme. Some report their projects
to school meetings, others choose to circulate their every project report to
departmental colleagues or table them at staff meetings. We hold that it is
vital for academics to understand that they do not and cannot teach in
isolation of their whole departmental and institutional community. We know
that one single graduate is unlikely to have much influence on a depart-
ment's culture, but we also know that success breeds success and satisfied
participants regularly recommend the programme to their colleagues. From
some departments we have enrolled a number of participants through
personal recommendation. A critical mass may yet form that will challenge
and transform that department's culture somewhere down the track.

We are becoming more adventurous in trying to crack one or two of the
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really hard `nuts' of traditional university practice such as assessment. In
a recent venture we have established a system of peer-assessment of project
reports within the foundation subject. To quote a conversation between
myself and a team-member, 'These, after all, are practising University Teach-
ers. If we can't trust them to assess the quality of one another's work, whom
can we trust? They know more about teaching at the chalk-face than we
(Staff Developers) ever will!' The experiment proceeds, as we try to over-
come its enormous administrative complexities and deal with plenty of
annoyance by participants who become frustrated, not by the process itself,
but by the fickleness of their peers who among other crimes behave just like
students and fail to produce work on time!

Autonomy

A recent venture has been to explore the potential of a self-directed work-
shop and self-directed reading programmes as steps towards recognizing
and rewarding autonomy for adult learners. We interpret autonomy, how-
ever, as applicable to the learning group as well as to individual learners.
In a three-day foundation workshop, whose process and materials were
meticulously planned but whose direction and leadership were left entirely
in participants' hands, we learned something very important about the
strength of group cohesion and belonging that such an experience can
create. Such innovations, instigated as a way of meeting some necessity
(such as the course leader being absent for an extended period) have
taught us much about how educationally powerful student autonomy com-
bined with group support and cohesion can be.

Impact - personal and public
Many institutions have persistently criticized staff developers for being unable
to produce evidence of lasting impact of their work. 'Why then should they
be funded?' goes the tired, but still potent, argument. It seems to us at least
hypothetically possible that credit programmes such as ours might make an
impact in ways such as the following:

The ripple effect: people who make a long-term commitment to their
own professional development may have an impact on people around
them.
Even without the ripple effect better quality teaching and radically changed
teaching practices may follow for at least those who do participate.
A department having within itself people who have studied higher edu-
cation in an award-validated scholarly manner will be likely to mark them
as experts and ask them to serve on quality enhancement groups, curricu-
lum committees, education working parties and the like. Their contribu-
tion may substantially raise the general level of discourse in those arenas.
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If mandatory induction programmes for new staff are to be instituted,
credit-programmes like ours may provide the optimal model for what is
needed. The certificate level of the UNSW programme, which can be
completed in two semesters, might present the desired duration and
academic level for induction programmes, provided that adequate time-
release plus mentoring and other departmental support are provided. We
discourage newly appointed and inexperienced staff from beginning our
certificate programme unless they can be assured of adequate release and
support, believing such study to be incompatible with the extraordinary
personal and institutional demands made upon new staff in their first
year. Customary tenure requirements such as the demand for a certain
level of research achievements would also need to be reconsidered, per-
haps allowing success in graduate certification studies to be counted as
equivalent to a certain amount of research work.
Institutionalized departmental or faculty-based course review processes
can be effective only if their personnel are of high quality. It is too easy
to merely rubber-stamp a faculty's existing courses as adequate and offer
apologies for weaknesses without seriously remedying them. Graduates of
good credit programmes may have a more forward-looking conception of
evaluation, with a consciousness of the rich possibilities to which review
can open the door (the 'what next?' perspective), rather than backward-
looking.
The design model of our programme could readily be used to develop
parallel programmes in higher education administration or organizational
development, whose participants could be non-academic staff such as
middle-range managers. This would maximize the overall staff develop-
ment impact of credit programmes across the institution. It is striking
how many close similarities there are between the action research cycle
and the Total Quality Management cycle.

Evaluation

As a matter of course, every subject is summatively evaluated by participant
opinion questionnaire and formatively evaluated by familiar devices such as
group discussions. However, these data are not normally regarded as having
long-term impact status, their function being to feed back into progressive
improvement of each subject. True impact-gathering to date has been of
four kinds. First, evidence from within participant project work; second,
anecdotal evidence from around the campus; third, a mid-term survey-based
evaluative study; fourth, an intensive survey, plus interview-based study of a
stratified semi-random sample of participants. Data from the latter are drawn
from here to provide some preliminary evidence of the possibility that the
six hypothetical impact propositions mentioned above may actually be real-
izable in practice.
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Interviewees do report changes in the perceptions and expectations of
their colleagues which seem to derive from participation in the pro-
gramme. Very often these lead to new roles and responsibilities for par-
ticipants who on occasions have become identified as sources of
information or as the departmental 'education person'. Some are asked to
give seminars on the programme itself or on general educational issues.
Interview evidence shows clear effects on the teaching practices of partici-
pants, a large majority reporting changes, even in the absence of changes
to their conceptions of teaching and learning. Reported impacts extend
to changes in attitudes of participants towards students, attitudes of stu-
dents towards learning, reductions in failure rate, and substantially im-
proved student evaluations of participants' teaching.
Changes in the perceptions and expectations of colleagues very often
lead to new roles and responsibilities for participants being put on a
teaching committee, or becoming a member of a course review panel, for
instance, often despite the relative lack of seniority of the participant
within the department.
Growth in personal confidence as a teacher is the most often reported
impact of the programme, and this suggests at least one strong argument
in favour of using such programmes for induction purposes. However, the
qualifications mentioned above are strongly borne out by interview evid-
ence; namely, that participants working in aggressively non-supportive
departments are likely to find even mild innovations being blocked,
barriers being set up to communication with older colleagues, actual
hostility being expressed towards the wastage of time on trivial matters
such as teaching, derision at the idea that educational research can ever
count as real research, and confrontation with rigid, unyielding struc-
tures and policies that prevent even modest action research from ever
being carried out.

Academic motivations

This documented evidence of how Australian academics have responded
to a graduate studies credit-based programme prompts perhaps the most
interesting question of all: what motivates these people to commit all this
time and energy in study that is in only rare cases actually supported by
their departments, and which much of the academic world is certainly not
yet ready to recognize as being valid or appropriate? The answer may lie
outside the programme, inside it, or in both.

First, it may lie in the changing circumstances of academic employment.
In Australia, as elsewhere, awards are offered for teaching excellence in most
universities. In some institutions substantial weight can now be placed on
teaching performance in promotion applications. There are more academic
staff development personnel and units than ever before, and there is a
growing availability of centrally-distributed funds for teaching development
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projects. Could a credit programme have succeeded before all these changes?
One might conclude that we have done the experiment at the right time.
But I hesitate to believe that external factors have been sufficient in them-
selves to explain the astonishing depth and breadth of acceptance of our
programme. I think that if we can understand the nature of what underlies
that acceptance, we will have achieved an unusually deep insight into the
very nature of academic motivations into what makes an academic tick.

Accordingly, the second possibility is that acceptance may lie in some-
thing inherent in the programme itself something to which academics
respond affirmatively. That may be its design, its style, its structure or its
driving ethos and values. I trust that something of all this has been con-
veyed by the above account.

Implications for staff development

My present view, and that of my colleagues, is that there will continue to
remain space for both the traditional short-course, workshop/seminar plus
consultation approach to staff development and for credit programmes
such as this. Our professional development centre continues both approaches
in parallel. Our experience is that they fit very comfortably, supporting and
complementing one another and operating synergistically. Clients in the
credit programme become frequent attenders at other short courses which
cover topics not included in the graduate curriculum. Participants at short
courses meet colleagues enrolled in the credit programme and learn di-
rectly through conversation and comment how it may be helping them.
Two recent developments, each an interesting instance of the synergizing
effect of one programme approach upon another, remain to be tested in
the long term but are already making a promising start:

1. The formation of department or school-based groups who meet regu-
larly, facilitated by staff of the centre, to plan and execute reflective
action research projects within their own teaching. Such groups will be
doing the kinds of things we require of our postgraduate participants in
their coursework projects. These will not be doing it for credit, but they
may have an advantage not shared by postgraduate participants doing
similar projects, in that they are working as collaborative groups within
the one school and are, potentially, in a position to make a substantial
impact on the school's approaches to teaching.

2. The replication, in the centre's non-credit programme of short courses,
of a three-day introductory workshop which was originally set up as the
start of our foundation subject (Introduction to University Teaching)
within the postgraduate programme. Staff not presently intending to
enrol for credit can attend this three-day event and have substantially the
same introduction to the principles of effective teaching and quality
student learning as do participants in the postgraduate programme. If



50 Directions in Staff Development

they should subsequently decide to enrol in the formal programme for
credit, their attendance at the event is counted as partial advanced stand-
ing in the programme's foundation subject.

Not for the faint-hearted?

Credit study at postgraduate level is not easy; it demands a real commit-
ment and can exact a considerable toll. It is demanding, time-consuming
and in some departmental circumstances may not even be a strategic career
move. One keen participant in the foundation subject recently complained
how having to write up the projects interferes so much with the changes
he wants to be making to his teaching, and there is never enough time to
handle both. It can be personally disconcerting, generating cognitive disso-
nance as existing conceptions and departmental ethos alike are challenged.
Participants have reported (with approval) experiencing their first sleepless
nights since being appointed as academics 'I can't believe it; for the first
time in my career I actually couldn't stop thinking about teaching the
whole night what have you done to us?'

Study can present a severe test of academic self-esteem as participants
who have become expert scholars in their own discipline experience the
ignominy of being mere beginners in a totally new disciplinary area of the
social sciences, where the whole literary genre, way of arguing, approach to
evidence and nature of data are unfamiliar, baffling and often frustrating.
On the other hand, the experience of three years of this experiment con-
firms beyond our expectations that there exists a very highly motivated
clientele waiting for such programmes. Those coming from hostile depart-
ments can find within the long-term learning community support, reassur-
ance and confirmation of their intuitively felt value-positions about teaching
and learning. We are confident that, provided appropriate approaches are
taken to programme design and implementation, the participation of a
wide range of motivated staff in such credit programmes will be not only
personally rewarding but very likely to exert long-term and wide-ranging
impact on institutional culture and practices.
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Encouraging Reflective Practice
Through Distance Education

Bob Ross and Jennifer Pittman

This chapter describes the origin and early development of a packaged staff
development programme that was a collaborative endeavour between two
institutions and two different orientations: student assistance and staff de-
velopment. The packages represent a new approach to distance education
that attempts to be compatible with much of the rhetoric current in higher
education and, in particular, in staff development. The packages set out to
use the experience of the participants and to meet their particular interests.
They were also designed to incorporate current beliefs about adult learning
and good practice in teaching, rather than just teach about them.

The programme described was produced for teachers in higher educa-
tion, particularly those who had recently joined. However we believe that
the approach taken would be easily adaptable to other related tasks. In
developing the programme we 'explicitly attempted to follow the adage:
`practice what you preach', rather than retreating to the all too common
`do as I say; not as I do' approach. The chapter reports the first trial of the
programme and raises issues that became apparent from that trial.

Background

Universities are facing increasing pressure for quality assurance. In Aus-
tralia, industrial awards for academic staff now include staff development
provisions, and proposals to link appraisal of staff performance to annual
salary increments are being discussed. This is occurring in a period of
considerable un-met demand for undergraduate places and declining real
funding per student. Australia, of course, is not unique in experiencing this
climate! Chapter 1 has explored the implications of changes such as these
for staff development more generally.

In this climate an increasingly popular provision within staff develop-
ment strategies is to offer award courses (Graduate Certificate; Graduate
Diploma; Masters by coursework) in university teaching. This was a common
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strategy in the early seventies and some programmes from that period have
survived (if only just) until the present; others have disappeared. At the
close of that decade (1979) a major government-commissioned report re-
commended the establishment of a national award for university teachers,
completion of which would be a condition of service for all new academic
staff (Williams 1979). As an aside, the outcome of that recommendation
was a report and set of recommendations from a working party established
by the Australian Vice-Chancellors' Committee, but not a national award
(AVCC 1981). Most of the recommendations had minimal impact. So, at
present there is not even an informal requirement for such qualifications.
The award strategy in the past has not resulted in wide acceptance by
university staff, although it had some success with other groups. In the
previous chapter, Lee Andresen dealt with one current programme that
appears to be breaking that pattern and is highly successful.

As many universities in Australia have experience with distance educa-
tion, it is not surprising that some have offered, or propose to offer, such
award courses using distance education techniques. The usual approach to
on-campus award programmes is to place a heavy emphasis on small group
work and workshop activities. Teaching procedures in these programmes
are heavily process-orientated and in the present climate are likely to describe
themselves as employing action research procedures to produce reflective
practitioners (see Chapter 3). Such programmes, at least de facto, recognize
that teaching approaches vary between discipline areas and that this variation
is legitimate possibly reflecting the different types of knowledge in the
different areas, or at least reflecting a different teaching ethos in each area.

Many of the approaches used in these programmes also explicitly attempt
to rely on participants' previous and current experience. This reliance is
based on two closely related sets of arguments. One of these arises from
theories about learning, particularly adult learning; the other arises from
recognizing the wealth of experience present in any group of participants.

All of the above features, reflected in the design of award programmes
for on-campus participants, present interesting and difficult challenges for
distance educators. Distance education programmes normally rely very heavily
on structured didactic approaches. There are very few examples of pro-
grammes (in any subject area) that explicitly:

incorporate the experience that students bring to their studies;
take advantage of the different backgrounds and interests of students;
and/or are process-orientated.

Yet it is probable that these are all requirements for any programme at-
tempting to foster reflective practice or produce autonomous learners.

The project
This chapter describes a collaborative project between our two institutions:
Griffith University and the Northern Rivers campus of The University of
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New England (recently granted autonomy as Southern Cross University)
over the last couple of years. The project has attempted to address the
above challenges. Northern Rivers had a well established Learning Assist-
ance unit. The unit had experienced consistently high numbers of students
seeking assistance in some academic areas. This suggested to the staff in the
unit that there were major problems with the teaching in those areas (this
experience is by no means unique!). However, Northern Rivers did not
have an academic staff development unit (at the time of writing this chap-
ter) but had been involved in distance education for some years.

The task that we set ourselves was to produce self-instructional packages
(i.e. using a distance education approach) for use by staff to develop/
improve their teaching. In addition, it seemed necessary to produce pack-
ages that could be used by staff with a wide range of experiences and from
a variety of disciplinary backgrounds. The process used in developing the
materials and the trial of the first unit of the programme are described
below. Analyses of both pose important issues for staff development.

Assumptions

One of our starting assumptions was that good teachers constantly seek to
learn from their students (see, for example, Ramsden 1988). In modern
terminology, as mentioned earlier, we would seek to produce reflective prac-
titioners. We would also seek to have the participants in our programme
develop procedures for encouraging their students to become independent
learners. We took it for granted that our participants were themselves inde-
pendent learners but see later. We certainly believed that it was important
to treat our participants as autonomous learners and for us to model the
practice that we wished to encourage. We also make the assumption that
our roles as staff developer and student assistance specialist are similar at
the most general level in that they are to improve the learning experience
that our institutions offer students. In staff development we believe that this
is most effectively achieved by assisting staff to reflect on their own teaching
and by helping them to learn from that reflection.

The approach we adopted, in the packages we were producing, was to
attempt to structure student autonomy; a design problem that one of us
had been considering for some time (Ross 1988). We wished to produce a
distance education programme that gave participants the type of autonomy
that open learning (or at least one interpretation) claims to offer. The
interpretation of open learning to which we are referring is the attempt to
give learners control over their own curriculum. That is, they are able to
adjust their studies to their own needs and interests. One of the basic issues
that we faced was that most distance education courses are considerably less
`open' in this way than many standard on-campus offerings in traditional
institutions. In other words most distance education students have less control

63



54 Directions in Staff Development

over what they study in their chosen courses, and how it is structured, than
many on-campus students.

This is precisely because of the considerable effort put into structuring
the teaching materials. In this respect the British Open University's 'systems
approach' (Lewis 1974) has set the pattern for distance education for the
last twenty years. There are a number of debates around the issues we
allude to by implication above, about how open some packages claiming to
be open learning really are; and what impact the usual approaches to pro-
ducing and structuring distance education materials have on openness. See
for example, those about distance education and open learning in Hodgson
et al. 1987 and Evans and King 1991 and debates about Post-Fordism in
distance education, for example, in Raggatt 1993.

The first assumption that we made is that all teaching staff have some
knowledge and experience of higher education teaching (if only as con-
sumers). Indeed, many staff will resent an approach based on an assump-
tion of ignorance. (For a discussion of this issue in a related environment
see Kelly 1987.) Of course we recognized that the level of such experience
varies considerably. In addition, the range of techniques and teaching
approaches with which staff are experienced and which they are likely to
use is equally wide. Attempting to meet both of our additional goals, of
utilizing students' knowledge and giving them some measure of autonomy,
seemed not only useful, but necessary. It was our intention to explicitly
incorporate aspects of the previous experience of teaching that staff have
had, into our teaching and to give them the choice of teaching practice to
examine and to help them to learn from their experience.

It is our belief that all higher education students bring some relevant
knowledge and experience to all their courses. (The importance of prior
knowledge in experiential learning is discussed in Wagemans and Dochy
1991.) Let us be absolutely clear: we are not, in this belief, referring to pre-
requisite knowledge. By pre-requisite knowledge we mean those terms, con-
cepts, etc., that students are assumed to have assimilated from earlier
academic study. In contrast we are alluding to the knowledge and under-
standing that students acquire from their experience of life.

Like the approach described in the previous chapter, we also wished to
work from the explicit recognition that staff participating in staff develop-
ment are performing as learners; adult learners, if you like. Bowden (1988)
argues that if teachers recognize themselves as learners and are treated as
such, then learning is more likely to occur. By recognizing the roles they
play, teachers can begin to examine their beliefs about teaching and relate
them to their practice of teaching. This approach is designed to tackle the
common discrepancy between espoused theory and theory in action (Argyris
and Schon 1978). For example, staff frequently claim that their teaching is
designed to encourage their students to learn how to learn but their prac-
tice may encourage their students to slavishly recall the formulations deliv-
ered by the staff.

Our assumptions required us to suggest ideas to staff about how their
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students learn and simultaneously to ask them to apply the same considera-
tions to our teaching and to their own learning. If we practise what we
preach then our teaching should serve as a model of one method of teach-
ing. Having experienced this model, we felt staff would have a better under-
standing of the role of the learner and at the same time, begin to build a
framework of ideas for their teaching.

The programme

An award at graduate certificate level has been approved, but this will be
extended to a graduate diploma and masters degree if demand warrants
the extension. This is a common pattern of development in Australia at this
stage. The Graduate Certificate described here consists of four units; a total
equivalent to one semester of work of full-time study, or a year of half-time
study. We use the term unit in this chapter; common equivalents are subject
or course. The projected graduate diploma will have twice as much coursework
and the masters degree will add a research project of equivalent weight to
the coursework of the graduate certificate.

The units included in the Graduate Certificate are:

Unit 1 Teaching for Effective Learning
Unit 2 Applying Theories of Learning to Teaching
Unit 3 Curriculum Development
Unit 4 Elective (to be selected from units available in other graduate

programmes in Education)

We are concerned in this Chapter in the detail of Unit 1: Teaching for
Effective Learning.

Unit 1: Teaching for Effective Learning

We were constrained by one of our institutions to produce the units as
modules; that is, as more-or-less independent sections. We saw some advan-
tages in this; one being that staff are busy and may be more prepared to
commit themselves to a small segment of work at one time than to a whole
unit. The modules for Unit 1 are:

Module 1 Examining Your Teaching
Module 2 Planning Teaching Practice
Module 3 Evaluating Your Teaching

These modules were developed to be sequential. An additional require-
ment that we set ourselves was that Module 1 should be able to stand alone.
Our aim was for it to be useful for staff who wanted an introductory segment,
but weren't interested in committing themselves to a longer programme of
study. For similar reasons, Unit 1 was designed also to be complete in itself.
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Extract

Activity 1: Examining teaching sessions

Choose one teaching session which you have given that you felt was
successful. Identify the session on top of the page opposite.
We will be asking you to write about this session in the spaces opposite.
You may like to begin by writing notes on scraps of paper and then
transferring your ideas to the boxes opposite.

In Box 1 write, in point form, a detailed description of what you did in
the session.

How did you begin/end the session?
What materials/equipment did you use? How?
Did you use any handouts? How?
What did you ask students to do?
How did the students respond?

In Box 2a describe any events that caused you to feel that this was a
successful session.

If you feel that the students thought it was a successful session, try to say
what gave you that feeling in Box 2b.

Now draw lines linking the features in your description of the teaching
session (Box 1) to the comments (Boxes 2a and 2b).

What did you set out to achieve in this session? What role did you intend
for the session? List these in the Box labelled Purposes (Box 3). After you
have listed your purposes for the session, number each purpose in the
session in the order of its importance for you.

Now examine each of your purposes and then read your description of
the session. Alongside any point in the description, place the number of
any of the purposes that the described item was intended to meet.

Is there any purpose that you could not link to your description in Box
1? Add more items to your description if you wish. If there are still any
purposes in Box 3 that you haven't been able to link to Box 1 place a ring
around those purposes in Box 3.

6 a
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Unit/Course title:

Session (i.e. lecture, tutorial, lab):

1. Description of successful
session

2a. What made you feel this
session was a success?

3. Purposes of success-
ful session

2b. What indications did
the students give that
the session was a
success?
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Module 1 is available on a non-assessment basis, but to complete the whole
of Unit 1, that is the three modules, staff have to complete (but not nec-
essarily submit) the assessment items for Modules 1 and 2 as their responses
to the assessment tasks are used as part of the input to Module 3. We were
conscious that many of the students would come to our programme expect-
ing a 'bag of tricks'. We accepted that we had to meet that need, but
decided that it was important not to start there, but first to begin to develop
reflection on practice (see, for example, Boud, Keogh and Walker, 1988).
This is an essential means of recognizing the context of a learner's past and
current experience. Changes in consciousness and attitudes grow out of
reflection and result in conceptual change (Brookfield, 1986). Another of
the outcomes of reflection would be an understanding of the teaching
learning connection.

We wished to avoid a didactic approach and simultaneously produce
materials that met the needs of a diverse group of participants and that also
relied on their very different experiences. We achieved this by asking our
participants to start the module by documenting part of their own experi-
ence and then, by posing questions about that experience to help them to
reflect upon it.

We began by asking participants to choose a single teaching session for
which they had been responsible and that they thought had been success-
ful. They were asked to say why they thought the session was successful as
well and were asked to describe what they did and what they expected their
students to do. They then worked, under the guidance of our questions, on
the material that they had generated. The first two pages of Module 1 are
included to give you a feel for our approach. The rest of the module
continues in much the same vein. One interesting aspect of this approach
is that we could not anticipate what type of session any particular participant
would choose to describe. We could, of course, guess most of the types
of sessions that they would be likely to choose, but we were aware that it
was always possible that they would choose something that we had not
anticipated. In any case our approach had, at the very least, to fit the
range of types of session from which we guessed that participants might
choose. For example, some would choose a lecture, others a tutorial or
problem class, while some might choose a field trip. While we hoped to
extract many of the ideas in the modules from the participants themselves,
it was obviously necessary to supply some ideas, at least for them to
relate to their own content. To this end we chose a very limited number
of readings. In Module 1 these concentrated on good teaching and
the surface/deep learning approach distinction (described in Chapter 2
above).

We were consciously using our teaching (in the form of the modules) as
a model (Bandura and Walters, 1963) and decided that it would be neces-
sary to explicitly draw participants' attention to this fact. We also decided
to attempt to use different approaches to teaching in the different modules,
at least to some extent. This turned out to be considerably more difficult
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than one might imagine, particularly given our commitment to the ideas
that we were trying to employ!

Module 2, we decided, needed to start on the 'bag of tricks'. So partici-
pants were asked to design a teaching session, while having access to 'the
bag'. As in Module 1, we relied on participants generating their own ma-
terial to work on. But, as part of the changed approach we altered the
method of presentation to some extent. For Module 2 participants have a
set book (rather than readings) and an audio tape on which we could be
more discursive than we had been in Module 1.

In the third module we introduced participants to ways of evaluating
their own teaching. They examine the different evaluation techniques that
we had employed ourselves in Modules 1 and 2. And so, not surprisingly,
in Module 3 we asked them to evaluate our teaching as part of their work
for that module. In Module 3 we also introduced some of the issues in
assessing student achievement and have a first tentative look at the relation
between that and the evaluation of their teaching.

Units 2 and 3

These two units are less structured than Unit 1 (see the section on issues,
below) without altering the general approach. Unit 1 is a prerequisite for
Unit 2 and these two units are prerequisites for Unit 3. These prerequisite
statements not only refer to the usual type of assumptions about student
learning sequences, but in this case the teaching in the subsequent unit
uses the material in the earlier unit as well as some of the student's own
responses to the earlier unit. However, it is our belief that most of the
former type of prerequisite assumption are hard to justify in practice. That
is, students who have not completed the prerequisite may succeed neverthe-
less and vice versa!

The trial

In Module 1 we asked the trial group to keep a diary which we had initially
designed as an evaluation instrument for us. We wished to have an indica-
tion of the amount of time spent on each activity. The diary was also de-
signed to give us feedback on the appropriateness of the language, content
and approach that we had used. We later realized that this was, in fact, a
valuable teaching technique to assist reflection (Walker 1988) and have
incorporated it as such in the revised version of Module 1. In fact it was very
clear from the diary entries that the process of writing comments for us
assisted participants to reflect on their own learning.

In Module 2 we used a questionnaire for our evaluation so that different
evaluation processes, as well as the teaching process, were modelled. And,
as we indicated above, participants evaluate our teaching as part of their
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assessable work in Module 3. The assessment item at the end of each module
also represents additional evaluative information. Achieving our objective
of using our modelling of different teaching practices has proved to be
more difficult than we anticipated. We found that the learners did not
identify the teaching methods that we had used in the module. A quote
from a participant's diary for Unit 1: 'I think this is here for your benefit,
not mine.'

Although we have encouraged participants to reflect upon their practice
we find that we cannot expect them to transfer that idea to reflecting on
our practice. This is not an unusual problem. We have also encountered it
during workshops that we have based on the modules even those we have
given to course developers and instructional designers! Lee Andresen tells
us that teaching staff engaged in the programme for academic staff at the
University of New South Wales, which was the subject of Chapter 3, report
similar responses.

Boud, Keogh and Walker (1988: 9) identify three distinct stages in a
learning activity preparing for, engaging in an activity and processing the
experience. In the preparatory stage the learners begin to explore what is
expected of them. The anxiety level is usually high and students respond to
it in different ways either by over-preparing or not thinking ahead. Both
of these responses were evident with our participants. Many of them stated
that they came back to their session descriptions and added more after they
had moved further through the module because 'I didn't give enough
detail ...'

During the second of Boud et al.'s stages learners can make so many
observations that they feel overwhelmed and they can find the experience
exhausting. These reactions can cause learners to withdraw, want to talk
with colleagues or make notes to themselves in order to sort out feelings
and reactions. Our participants exhibited all these behaviours, evidenced
by the following:

`I stopped doing it ... I found out I'm a terrible teacher.'
`I do everything that Ramsden lists as bad teaching!'
`Occasional gatherings of the group were a good idea. I tended also to

discuss the module with another staff member.'
`I found myself making little notes to myself . .. especially on the referring

back stages.'
'I made so many realizations of what I did wrong in the unsuccessful

session.'

In the final phase of the process of reflection learners are usually re-
quired to report on their experience. To do this, they have to return to
their notes and reconstruct happenings.

The problem with lecture `S' (the one with the surface approach) is
that I was giving it at the wrong time, when I hadn't properly covered
principles and 'built the scaffolding' described by Eizenberg. This
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exercise helped me to determine that so thanks! I learned a lot about
making readings useful and relevant. In the past I've assigned reading
but seldom given exercises that force students to link the readings to
each other and to the lecture .. . and yet I expect the students to be
able to do this in exams.

Although staff found it difficult and confusing at first, encouraging them
to reflect on their practice in the module has been successful. In the diaries
(and the workbooks we have been shown) we often see a comment which
shows that some learning, or a connection, has been made during, or after,
reflection:

I'm not too sure about your meaning of 'procedures' in nursing a
procedure is a major clinical intervention . .. However, talking, writing,
reading, handing out materials, using audio visual and other teaching
aids, structuring, demonstrating, using examples, enthusing, empower-
ing, listening, attending, responding I HAVE INTERACTED IN ALL
OF THESE WAYS IN YOUR MATERIALS!

and 'I now realize that our role is to facilitate learning for students ... to
make them thirsty.'

Another issue we encountered with this audience is lack of awareness of
themselves as learners. In some ways, like the participants described in
Chapter 3, they demonstrate behaviours that are similar to their students.
`I wanted to be told when to read the rest of the Reading!' (This was also
a warning to us to check the clarity of our instructions.) They had most
difficulty with the activities which required them to be meta-cognitive
particularly identifying their reading method. In this, they are required to
take the role of the learner and to describe the way they read a passage.
The comments 'I found it difficult to analyse how I read,' and 'Difficult to
write about my reading process . are typical. As an aside, participants
have asked the same questions about the assessment item that their students
ask how long does it have to be; when is it due and what is it worth? We
had not supplied this information thinking that as experienced learners
they would make those judgements for themselves!

The diaries have shown us that the participants are spending an intense
30-40 hours on each module, not including the time they would spend
applying it to their practice. 'I had to think. I felt burnt out after an hour.
Learning to teach is bloody hard work.' The effects seem to be long term:
`I keep thinking about the ideas and making connections with my teaching.'

Previous learning experiences and patterns have become apparent. This
is the first time that some of the participants have undertaken an activity
that does not have to be remembered for examination. Some have ex-
pressed surprise and pleasure when this realization dawns. Their comments
also reflect their own beliefs about, and attitudes to, learning. 'Reading and
learning are two different things,' and 'I always thought my view of learning
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corresponded with your 'deep approach' but my teaching certainly doesn't.
In fact my own learning style is often surface maybe I'm brainwashed and
conditioned after so many years of school and uni unable to learn any
other way.'

Issues

The results of the evaluation were encouraging. We encountered a number
of fairly predictable issues (some disappointing from this audience) which
we attempted to address in the revised version. The results certainly suggest
that further experience with the programme will establish at least one pattern
for structuring student autonomy and simultaneously incorporating stu-
dents' prior knowledge into teaching packages.

However, as with any staff development process, it will be important for
us not just to rely on the evaluations that we have conducted at the end of
each module (or, even worse, rely on the collection of satisfaction indices
from the participants). We need also to try to determine what impact the
programme has on the teaching activities of staff, particularly as viewed
through the achievements of their students! But at this stage that is an issue
for the future.

We are convinced that we have met our goals of having participants
incorporate their own experience into their learning and them choose the
teaching procedures on which to concentrate. However, the cost is, if any-
thing, a more structured programme than most distance education offer-
ings perhaps a rather surprising outcome. This, in itself, poses further
questions for distance education. After Lee Andresen drew our attention to
the issue we attempted a much less directive approach in Unit 2, although
we are willing to defend the approach in Unit 1. But we accept that there
may be a problem for staff who don't proceed beyond Unit 1. In other
words we need to return more control of the process, not just the content,
to our participants if we are fully to meet our modelling goal.

The important question is whether this approach is satisfactory as staff
development and results in improved teaching (as evidenced by improved
student learning) by our participants. Participation in the trial of the ma-
terials certainly resulted in vigorous and interesting discussions between
participants when they volunteered (in fact asked) to meet. This is a healthy
sign and raises interest in teaching; a result that is, in itself, positive. Be-
cause the course starts from participants' own interest and experience, and
builds on that experience, we believe that it has a greater chance than many
approaches to influence staff in a permanent manner. However, inevitably
the evidence for such influence is difficult to establish particularly in the
short term. So we are reduced to our own beliefs about such achievements
that arise largely from what our participants say in the evaluations and their
expressions of satisfaction, rather than what they subsequently do.
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5
Releasing Staff on Projects

Joyce Barlow

This chapter looks at project work as a vehicle for staff development. It is
based on experience of the Staff Release Scheme at the University of
Brighton. The main focus will be on a set of six linked projects on Manag-
ing Independent Study which have recently been carried out by teams of
academic staff. As coordinator of the scheme since 1982, I shall aim to
bring out the nature of the role, in addition to giving a balanced picture
of the potential benefits of project work, the conditions needed to maxim-
ize the benefits, and the pitfalls and limitations of such schemes.

This approach to staff development has acquired wide acceptance at
Brighton, and the continuity and responsiveness of the scheme has enabled
it to become firmly established and to give credibility and support to projects.
The scheme at Brighton may well have been the first in the field. Nowadays
it is by no means unique, and the principles and methods have been ap-
plied in many other institutions. Coventry, Oxford Brookes and Napier
Universities were early examples; more recently the Academic Efficiency
Fund at Kingston University has operated a scheme with substantial financial
investment. Institutions with Enterprise in Higher Education (EHE) funding
have also adopted project work very extensively as a means of organizing
change.

Project work at the University of Brighton

Project work within the framework of a staff release scheme has been a key
strategy for educational and staff development at the University of Brighton
(previously Brighton Polytechnic) for nearly two decades. It is supported by
the central service Department of Learning Resources whose mission is to
work as closely as possible with academic departments and to give maxi-
mum support to teaching and learning activities. The coordinator has an
institution-wide educational and staff development role, with the release
scheme as a major focus. The scheme has survived far-reaching changes
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within higher education. It has been through good and bad phases, it has
been criticized and favoured, and as a concept and strategy it has proved
remarkably resilient.

The scheme has been described in detail in a paper published by the
Staff and Educational Development Association (SEDA) (Barlow 1987), and
booklets of guidelines are available on the way it operates (Barlow 1991)
and on the evaluation of the outcomes (Barlow 1985). Only essential back-
ground will therefore be given here. Fundamentally the release scheme was
designed as a strategy for ensuring that at least a modest amount of inno-
vation in teaching and learning was happening on a continuing basis. The
Learning Resources staffing budget provides for part-time replacement teach-
ing to free academic staff for up to a day a week over a year. This funding
covers approximately two projects a year in each of six faculties, and pro-
posals are put to boards of study and faculty boards for discussion and
selection on this basis. The coordinator plays an active part in the initiation
and selection of projects, is responsible for monitoring their progress, helping
them to reach a successful conclusion, and ensuring that the results are
disseminated.

For many years, projects were very much individual initiatives, and it took
some persistence to spread the benefits beyond the member of staff under-
taking the work. Financial constraints have in fact served to strengthen the
scheme in that its resources have become more highly valued, and faculties
and departments are now concerned that projects should clearly benefit
the learning of a substantial number of students.

Project schemes can readily be applied to other groups of staff than
academics. Library staff, for example, have a very important role in support-
ing student learning. Their expertise in literature searching and organizing
the availability of information to students can make an essential contribu-
tion to projects or form projects in their own right. Administrative staff also
play a vital role in enabling student programmes of study to be delivered
effectively. The importance of their role and the potential for job satisfac-
tion through a fully recognized involvement is often underestimated. A
separate scheme for projects to be carried out by staff in supporting roles
has in fact been set up at Brighton, and an example of a project was the
production of a handbook for administrative staff involved in the manage-
ment of courses.

Linked projects

An important development within the scheme for the 1992/93 academic
year was the addition of a coordinated network of six faculty-based projects,
each carried out by a team of staff drawn from different departments. The
six projects have been operating together to form one large strategic devel-
opment project for the university; the theme which links the projects is the
question of how to achieve a substantial shift towards student autonomy in

,
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learning. This has an essential corollary in the need for staff development
for a changing role towards the facilitation of learning and the provision of
frameworks within which students can identify and follow their own learn-
ing goals.

The main benefits of linked team-based projects are that they have a
much greater critical mass: more staff are involved from more areas of the
institution. The projects are less specialized and therefore of wider rel-
evance. There is also wider awareness of the work being undertaken. Fi-
nally, the team process of the projects is in itself valuable, enabling working
contact between staff who would otherwise know little of each other's inter-
ests and practice.

What project work has to offer

Project work has many strengths as a strategy for staff development, above
all perhaps in the scope for choice and the way it links directly with current
and future teaching. The process of defining and selecting projects has
always been a matter of seeking a match between individual staff enthusi-
asm and educational development needs. Competition for approval and
funding of projects implies a certain rigour, and it engages groups of col-
leagues in the defining of areas and methods for development. By this
means projects are required to relate to departmental, faculty and institu-
tional plans and are an investment in change.

Work within the scheme at Brighton has affinities to the action research
described in Chapter 2 by Graham Gibbs in connection with the CNAA
Improving Student Learning Project. The latter focused explicitly on en-
couraging deep approaches to learning. In that and in the Brighton scheme
it is the lecturers themselves, rather than independent researchers, who are
working on the processes of student learning, and many individual projects
carried out at Brighton have similar characteristics of heuristic development.
As an internal rather than national scheme, projects at Brighton are part of
an established annual programme of development and as such may be seen
as contributing to a continual process of change within the institution.

The most widespread adoption of project schemes must be in the context
of the UK government's Enterprise in Higher Education (EHE) initiative.
This involves some sixty higher education institutions in the UK. On the
basis of competitive bids, they were awarded funding of up to a million
pounds each over a five-year period. One of the conditions of receipt of the
money was that they should complete a rolling programme of development
throughout the institution to incorporate students' skills development as
well as the acquisition of academic knowledge within all programmes of
study. Another condition was that institutions should demonstrate improved
links with employers and the world of work. Many EHE institutions operate
a system of internal bidding by individuals and teams to carry out projects
to meet these development requirements. EHE has increased the prevalence
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of this form of staff development very considerably. A directory of EHE
projects is available. It is organized in broad subject areas and includes pro-
jects on developing links between employment and higher education (The
University of Portsmouth 1994).

Another related development is the TRAC (Teaching Reflection and
Collaboration) initiative at Queensland University in Australia which has
already been mentioned in Chapter 2. This focuses on encouraging teach-
ing staff to become reflective practitioners (Schon 1987). TRAC partici-
pants are committed to improving their teaching and students' learning;
where appropriate they work collaboratively in this exploratory process;
they join in group meetings to promote collegial discussion; and they write
reflectively about their experiences, for the purpose of highlighting, analys-
ing, synthesizing and publicizing them. Staff at Brighton are also being
encouraged to adopt the reflective practitioner approach, and there are
useful lessons to be learned from the methodology and outcomes of the
TRAC initiative.

Project schemes undoubtedly have great potential for establishing an
institutional culture of development in educational practice. This chapter
is based on a wealth of experience of the management of such a scheme
as a whole, and of the projects within it. There are undoubtedly many ways
in which the scheme could be made even more effective and could be
adapted to meet new needs both at an institutional level, for courses and
departments, and for the learning needs of individual students. It is in-
tended that the material presented in this chapter should stimulate debate
and review. The focus will be mainly on the six linked faculty projects
mentioned previously, but reference will also be made to the range of
freestanding projects which the scheme has supported over many years.

Institutional coordination of teaching and
learning

The coordination and exchange of information on developments in teach-
ing and learning tends to be a problem in many universities. This is in spite
of the acknowledged importance of avoiding unnecessary reinvention of
the wheel, of enabling colleagues to benefit from each other's experience
and expertise, and the desirability of achieving a coherence of development
within the institution with regard to teaching and learning.

The linked projects at Brighton are part of such a strategy, but as the
participants have pointed out, it requires support from management to
complete the process of dissemination and to provide the impetus for cross-
institutional change. Elton and Partington (1991) present a very cogent
argument on defining teaching quality and gathering evidence of it. They
concentrate on 'the individual teacher and what may lead him or her to
pursue teaching excellence', and they stress very strongly the need for in-
stitutional direction, recognition, and development opportunities.
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Faculty-based and institution-wide committees on teaching and learning
have an important role to play. The absence of such a structure in many
universities often hampers progress in this area. It is in marked contrast to
the hierarchy of committees on research which certainly exist in former
polytechnics and which indicate the institutional and individual kudos as-
sociated with this activity. A very significant recent development in the UK
is the introduction of audit and assessment of institutional provision in this
area. These procedures, as Chapter 11 shows, require appropriate commit-
tees and ask institutions to show evidence of teaching innovations. They are
undoubtedly exerting an influence towards better coordinated provision
and monitoring.

Setting up the faculty projects

As indicated, the idea of a network of faculty projects was a departure from
previous practice. It required confirmation of additional funding, and agree-
ment at dean and head of department level both with the idea in principle
and in choosing the theme. To keep the latter process manageable only two
choices of overall theme were offered: Managing Independent Study, and
Using Educational Materials. They were obviously closely related, and con-
sensus was quite easily reached in favour of the former, slightly broader
option.

The coordinator of the scheme then undertook a relatively complex
process of negotiation with the faculties in order to obtain a coherent set
of projects. Deans were asked to consult with their heads of department
and to identify a project topic which both matched their faculty's interests
and needs and fitted within the Managing Independent Study theme. In
practice the process was different in each faculty, reflecting the personal-
ities and the politics. In all cases, however, the consultation stage was valu-
able in itself, and in some instances there were a number of competing
bids.

A vital part of the negotiation of topics was the customary need to match
staff enthusiasm and commitment to faculty priorities, first in order to find
a convener, and then to enable the formation of faculty teams. The provi-
sion of time to carry out the work was essential, and the normal unit of
funding had been doubled to enable the equivalent of two days per week
to be spent on each project. The balance of funding for release hours was
negotiated among the staff involved.

The process of decision-making and planning took place from January to
June in preparation for projects to begin the following October. These were
as follows:

Group and Individual Design Projects (Faculty of Art, Design and
Humanities)
Innovation and Assessment (Business School)

I '1 -
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Student Profiling (Faculty of Education, Sport and Leisure)
Supplemental Instruction (or student peer facilitation of learning) (Fac-
ulty of Engineering and Environmental Studies)
Student Learning Contracts (Faculty. of Health)
Negotiated Independent Study (Faculty of Information Technology)

The appendix provides summary information on each of the projects. The
focus here is on the processes of managing and carrying out the projects.

Management of the projects

The faculty projects were essentially designed for teamwork, wherever pos-
sible with representation from all departments, thus providing a natural
networking mechanism within each faculty. The two most genuine team
projects were in the Business School and the Faculty of Health, each with
representation from all departments and involving up to eight staff. Re-
sponsibility for management within the projects was vested in a convener.

Each team organized itself and decided how best to carry out the project.
The main organizational issues were: management of the team; forward
planning; economy and focusing of effort; maintaining momentum and
priority for the project in relation to members' other commitments; genu-
ine release from teaching; cross-site working and the difficulty of finding
suitable meeting times; coping with absence through ill health. Each project
fared differently in relation to these issues.

Networking the faculty projects

Networking the projects across the university took the form of termly meet-
ings run by the coordinator of the scheme and attended by representatives
from each project. The meeting in the autumn term was concerned with
information exchange including explaining their projects to each other
and discussing them, looking for links between the projects and setting up
contacts.

The spring term meeting was a rare occasion of very lively debate on
teaching and learning, and strong opinions were voiced on what people felt
it would take in order for student autonomy in learning to become a reality
in the university:

We need first a culture in which staff would attend groups for their
own development.

Independent learning forces students to use resources. Taken to ex-
tremes this could be a classic hands-off scenario (cf. Oxbridge). It is
very important to distinguish between independent and individual learn-
ing. The former should foster group work and interactive support.
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Independence need not mean isolation. It is not necessarily lecturer
help which is needed; students can become a resource and support for
each other.

The summer term meeting focused on the problem of dissemination
throughout the institution, to ensure that the methods investigated and the
findings of the projects were applied in courses as appropriate. There was
a unanimous feeling that unless the process of dissemination had the active
support of the directorate, deans and heads of department, nothing would
happen.

Dissemination

Dissemination has always been one of the most problematical aspects of the
Staff Release Scheme, and it calls for a variety of strategies. Staff doing
projects report on their progress and completion to committees. Their
reports are then compiled into an annual booklet which is circulated to all
faculties and departments. One suspects that they are stored in office files
and the idea of their becoming well thumbed through extensive use would
be a fantasy. Much more easily digested and widely circulated forms of pub-
licity are also needed, through, for example, a well designed, eye-catching,
two-sided flier, or by using various in-house journals.

Another important strategy is to set up sessions or to link into events set
up by others. It is extremely gratifying when a wide audience gathers and
there is evident interest and lively debate. Heads of department have a
crucial influence on whether an institution moves to a culture of taking
part in such events. A very welcome development at Brighton is that all
faculties now hold one or more faculty days each year. These are proving
very useful as a context for informing colleagues about project work and
encouraging debate.

The network of faculty projects, as an institution-wide drive towards
changes in student learning, is in a special category, and greater effort and
coordination is being employed for their dissemination. The purpose of
this is to generate action and follow-up, with the intention of paving the way
for further faculty or cross-faculty work to tackle large issues such as the
reduction of contact hours, extending the use of technology in teaching,
student peer support, and many others.

Staff development outcomes

In order to gather data on the staff development benefits to be derived
from projects, participants were asked for their views on:

the benefits and potential benefits of the network of projects for achiev-
ing institution-wide changes in teaching and learning;

,-
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whether mounting the network of projects was likely to prove an effective
mechanism for achieving a significant shift towards greater student inde-
pendence in learning;
ways of improving the individual working of the projects;
their experience of working as a member of a faculty project;
what staff development outcomes they felt were particular to group-based
projects; for the individuals involved; for department/faculty colleagues;
and for colleagues around the institution;
how the coordinator of the scheme could help to ensure effective project
work; effective implementation of the results; effective dissemination of
the outcomes; and maximum institution-wide staff development from the
projects.

The survey received a high level of response and has provided valuable data
for both current needs and future planning for the scheme and for staff
development more widely. Despite the variety of the questions and their
differing backgrounds, staff respondents consistently identified a number
of recurring themes across the range of open-ended questions.

Institutional culture

The culture of the institution and its commitment to the pursuit of im-
provements in teaching and learning was highlighted as a prerequisite for
change in responses to all the questions. This means having a clear policy
for the development of educational goals, giving due recognition and status
to staff efforts in this area, and being willing to invest resources in terms of
time and money. As in most institutions of higher education there is a
justified perception that striving for excellence in teaching and learning is
the poor relation compared to achievements in subject-based research.
However, continued support for the release scheme at Brighton, and in
particular the mounting of the network of projects on student independ-
ence in learning, was seen as evidence in itself of commitment to change.

It was felt that the situation could be improved by making involvement
in teaching and learning development more mainstream, with many more
people becoming involved. 'It appears to me that the same people are
involved probably because they are very pro a change. However it seems
that an effort by each department is needed to see that everyone employed
in teaching and learning should participate at some time.' This is one of
the fundamental dilemmas for staff developers: how to reach beyond the
`inner circle' of the converted to encourage and support a wider group of
staff, many of whom see change as unwelcome and threatening.

The support of heads of department and course leaders was seen as vital
in order to provide an impetus for innovations in teaching and learning on
a department and course basis.

81
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Yes [the projects could bring about a significant shift towards student
independence in learning] if supported fully by course management.
Target heads of department make them aware of the projects and
what skills the staff need to implement the different projects!

A tendency within the present culture is for some staff to delegate re-
sponsibility for teaching and learning developments to certain committed
colleagues. Several respondents referred to the need for links between the
enthusiasts and those who do not normally volunteer to participate in strat-
egies for change. From experience it seems that the principal elements
needed for involving staff include the following.

Staff need to feel that it is possible for them to change their approaches
to teaching; often there is a fundamental willingness and desire to pro-
vide more effectively for student learning, but people do not know how
to go about it.
It also needs to be seen as the done thing to work on improving teaching.
Importance needs to be attached to it in terms of status for the work, and
support and interest from the head of department and colleagues.
It needs to be rewarding. Student appreciation is a very considerable bonus
in this, but a sense that investment in the area of teaching and learning
can contribute to professional recognition is equally important.
There also needs to be leadership; there are limits to what an individual
can achieve as a lone innovator, and indeed her or his efforts can be
negated by the conservatism of colleagues and students. If, however, the
course leader or head of department is stimulating and coordinating a
team effort, and students are receiving a coherent message about the way
they are being encouraged to learn, then the picture is transformed.

A productive way of spreading enthusiasm and expertise is to have staff
working in groups on innovative approaches to teaching. A team might be
involved, for example, in managing a student project. A related example of
this is provided by one of the strongest projects ever carried out within the
release scheme at Brighton. It was, in fact, run within one of the most
innovative departments in the institution and involved six staff, together
with the subject librarian. They worked in sub-groups to prepare a range of
case studies or projects in international accounting on topics such as the
champagne industry, multinational conglomerates and take-overs, Japanese
industrial culture and innovation, and the Third World banana industry.
The case studies involved international travel and contacts for staff and
students. The project itself was stimulating, fun, and highly developmental;
it also created a team spirit among all those involved in delivering the
degree in International Accounting and Finance.

If this quality of development could become endemic in higher educa-
tion institutions, students would flock to them for the sheer richness of
personal development and professional preparation offered.
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Dissemination

Effective publicity was stressed as being absolutely vital to the effectiveness
of the projects in bringing about a significant shift, institutionally, towards
student independence in learning. The benefit of the network of projects
`could be enormous'. On the other hand it could be 'minimal unless the
information is circulated and explained appropriately throughout the uni-
versity. The information also needs to be seen in relation to individual
courses. How can they actually utilize the processes involved? Are they
appropriate to their course?'

In order to do justice to the work done in projects, and particularly these
faculty projects, deliberate and conspicuous action is needed to ensure
dissemination. Clear communication is needed highlighting examples of
good practice. Cross-institutional publicity could occur through regular
newsheets or reports with wide distribution, and projects should feature
more regularly as items on committee agendas and in informal discussions.
All this would help to raise the profile of teaching and learning and to
increase staff awareness of the issues. Involvement in the faculty projects
was for many a disseminating experience in itself. Students also need to be
aware of the purpose of changes in the way they are being encouraged to
learn, to become conscious themselves of educational issues.

Teaching and learning

The system of projects was seen as a potentially powerful mechanism for
raising the profile of teaching and learning within the institution, but as
already indicated, the scheme needed to be given more prominence. Until
the faculty projects were introduced, it supported a range of small scale
developments. Around the institution, the scheme tended to be regarded
as worthy but not of great significance. Its potential as a framework for
important developments is now being increasingly recognized.

As in many institutions there is a dearth of information on ideas, experi-
ence and good practice.

`I would like to know what other people do! This is very hard to come
by!'

`We need to do an audit of what is already currently going on and then
try to establish areas that need to be further developed.'

Many of those involved in projects were agreeably surprised to discover
colleagues who were also committed to improving teaching and learning,
and who shared their goals. 'There are many who are concerned about
teaching (and learning) and who are willing to put effort into advancing it.'
The type of activity fostered by the scheme was seen as: 'Vital regarding the
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many issues facing us over increased numbers and needs for alternative
teaching and learning and assessment methods.'

With specific reference to student independence, one participant said, 'I
have always and especially now promoted a far more active role in students'
own learning. Now study support groups get a lot of my backing; the more
the student does, the better.'

The role of the coordinator

Personal contact and persuasion was seen as a very important function of
the coordinator, generating enthusiasm, motivating people, and helping to
set objectives and deadlines. The coordinator's role included ensuring that
projects were realizable and where necessary advising staff on modifying
their proposals. It was then important to check that the projects were prop-
erly set up; to oversee progress; to check that the process and the results
were evaluated and reported, and that the staff played an active part in
bringing their work to a wider audience. There is certainly scope for the
coordinator to be very active indeed in support of projects and the network-
ing between them, without taking away responsibility from those actually
doing the projects.

It is part of the role of the coordinator at Brighton to brief faculty con-
veners and to negotiate and define their role as appropriate to each project.
Faculty projects need a cohesive team. If a team is not working well, then
the coordinator has to intervene. The coordinator also needs to set up
networking meetings and to decide their focus and how they will be run.

Staff development

Faculty projects were seen as very valuable in providing for cross-departmental
contact and creating cohesiveness and a sense of belonging. Very high
among the individual staff development benefits was the motivating effect
of taking part in a project, making new contacts and feeling part of a
network of staff with similar interests and values. Colleagues wrote with
considerable enthusiasm about the stimulus of exchanging ideas and finding
out how other people do things.

The experience of team project work was summed up by one participant
as:

Extremely beneficial and rewarding. Broadening one's perceptions
gaining views from other departments. Sharing ideas, knowledge and
experiences. Motivation of working with new colleagues from other
departments. Trying to improve and believing that the University is
concerned with improvement.

4;
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It also brought confirmation of useful practice and the realization that
`somebody is interested in what we actually do! This gave me a great lift.'
The fulfilment of the staff development benefits was again seen as depend-
ent on commitment by course leaders and course team members to incor-
porating new ideas into the delivery of courses. The difficulties of spreading
this type of staff development to the institution as a whole has already been
discussed.

It is evident that in most cases staff showed high levels of motivation and
commitment to the projects. Many of them found the work stimulating and
fulfilling, and were very pleased to have the impetus of the scheme to
become absorbed in researching a specific area such as student learning
contracts. People also said how enjoyable they found it to be taking part in
a team project. Such feelings are expressed both by staff involved in the
faculty projects and in freestanding projects.

My project has led to a deeper understanding in a global sense of how
all foreign languages (not just my specialist language) are taught
throughout the university. This has led to a sharing of ideas and the
feeling that as a teacher I am not working in isolation.

(The release scheme) provides an opportunity to do something differ-
ent perhaps in a different way, for example make a video, as well as
providing something of value for the university and most importantly
its students it enables staff to 'lift their heads' and do something for
them too.

Other colleagues summed up the personal benefits as follows:

Extended my understanding of the subject of the project and of re-
search methods. Benefits of working collaboratively with colleagues
and teachers in schools. Professionally and intellectually stimulating.

I am now actively involved in research and I am writing a book. Both
these activities will bring benefits in the future and both arose from
release projects.

Hazards and the vital ingredient of credibility

Running a project scheme is never a smooth ride. Even in ideal circum-
stances there are many forces working against the fulfilment of project
goals. The importance attached to the work is a major factor, and academic
staff often need to be very determined to pursue work on their project. 'It
is yet another job to take on and it doesn't matter how committed the
individual is if there is no departmental backing then other responsibilities
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will take over.' If a colleague is absent through illness or there is a meeting
to be attended, it is all too easy to suggest that the time be borrowed from
project work. This, added to the inexorable demands of a teaching time-
table, can lead to a serious erosion of time and concentration.

Projects are inherently difficult, because they are breaking new ground.
Encouragement is usually needed to help maintain interest and momen-
tum and to steer towards a successful outcome. Colleagues may come to a
progress meeting feeling rather despondent and apologetic, and then be
agreeably surprised to discover, through talking about the project, that they
have been making more progress than they thought.

Projects often work best when they are linked into the deadlines of teach-
ing, for example, where a new development is being piloted within a cur-
rent course and students actually need materials to be available at a particular
stage. This must not be confused with regular planning and preparation for
teaching. A strict criterion for project selection is that the work be innova-
tive and that it be something which requires dedicated time and research
to reach a stage where it can become part of the normal approach to course
delivery.

The credibility of the scheme is vital as a support for the projects within
it. When the scheme is seen to carry weight and accountability, then the
staff doing projects will usually be accorded the departmental support
they need to carry out the work. Conversely, if the scheme is poorly re-
garded, it can become a resort for teachers whom heads of department
and course leaders would like to keep out of the classroom. Some staff
have even seen the scheme as a comfortable prelude to retirement! The
reputation of a project scheme is enhanced when it addresses issues of
central importance to the institution, as in the case of the Managing In-
dependent Study projects. An extremely important task of a scheme's co-
ordinator is to protect, and if necessary repair and build the credibility of
the scheme.

The staff developer within the institutional
context

This chapter has concentrated on a particular strategy for educational and
staff development: a project scheme for promoting innovation in teaching
and learning. The staff developer, in the role of coordinator of project
work such as has been described in this chapter, has a change agent and
catalyst role. A natural way of working is through a complex network among
virtually the whole staff of the institution. They need to be politically aware
and to tread a fine line in order to work both to management aims and to
support academic staff. They need to be respected and trusted by all parts
of the hierarchy, while fulfilling an essentially challenging role. The diffi-
culties of the role are often compounded by the relative lack of status for
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their work. The following diagram is an attempt to portray their situation,
but relating it to the project scheme example:

Management steer: towards independent learning

Teaching and learning development committee: oversight, faculty
perspectives, support and dissemination role

Coordinator of Staff Release Scheme: managing activity designed to
implement institutional policy

Faculty projects: six teams working on facets of Managing
Independent Study

Academic colleagues and support staff (resources and
administration) throughout the institution: project results need to

become a reality for them, in order to actually implement the
policy and use the fruits of the project work

Students: the ultimate beneficiaries: awareness-raising and
information needed on policy

Student feedback (questionnaires; Consultation Exercise; day-to-day
contacts; personal tutor support)

Research is the arena with particular kudos. This is a fact of life, and staff
developers need to play to this scenario. The staff release scheme lends it-
self to this. Several staff in their questionnaire returns referred to the research
avenues opened up by their projects. The staff developer's goal can be to
elevate pedagogical research to become a recognized and valued activity
alongside subject-based research. For many higher education institutions
this means a cultural shift, and this can only be achieved with the under-
standing and support of management. Academic staff will only believe in
the shift when they see excellence in teaching and learning as a route to
advancement. A rather encouraging sign at Brighton is that recently two
engineering lecturers have submitted PhD proposals based on researching
aspects of teaching for the education and professional preparation of engi-
neers. Caution and scepticism were part of the initial reaction of at least
one head of department, but this has been converted into support.
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Conclusion

What this chapter has aimed to demonstrate above all is the power of a
project scheme as a means of staff and educational development. It is par-
ticularly appropriate where the structure of the institution is quite devolved,
and where there tends to be resistance to what may be perceived as institu-
tional directives. Through projects, individual staff gain a sense of recogni-
tion of their work and are motivated to contribute to the achievement of
institutional goals. Team projects are particularly valuable in encouraging
contact between departments, and they are considered a more powerful
and far-reaching mechanism than individual work. A logical progression
would be to mount some cross-faculty projects.

To achieve its full potential, a project scheme needs to have a high
profile within an institution. This depends on commitment and support at
directorate level, giving the scheme the necessary status and resources. The
work of projects will then be more highly valued, and it will greatly assist the
process of disseminating results and encouraging wider participation.

Staff report great benefits professionally and personally from being in-
volved in project work. They are refreshed by the opportunity to pursue an
aspect of their teaching in depth, to see their work in a broader context,
and to exchange ideas with colleagues beyond their own department and
courses. Project work can make a most significant contribution towards an
institutional culture of cooperation and shared goals and the development
of its staff.

Appendix

Summary information on the six networked projects

Faculty of Art, Design and Humanities: project-based learning
Individual learning and creativity have always been central to art and design educa-
tion, and the independence together with the one-to-one working relationship
between tutors and students has been questioned in the context of larger numbers
of students and reductions in the scope for employing practising artists as part-time
staff. The project aimed to identify just what is involved in the individualized learn-
ing in these areas and to look at how students can both be independent and support
each other.

The goals at each stage of the project were to:

investigate and document the learning processes involved
consolidate and create awareness of the method within the faculty
provide examples of practice
offer the methods and insights for potential application more widely in the
University

The project drew on a range of student projects in the areas of fine art, design
history, fashion and textiles, the performing arts, and three-dimensional design.

oU
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Students were observed and interviewed as they worked on the creative develop-
ment of the design brief, and where group work was involved they were helped to
reflect on the way they worked together.

Business School: innovation and assessment
The Business School is notably innovative, and active learning methods are already
widely used. Student numbers have increased very substantially in the faculty, and
the real area of concern is the burden of assessment. It was therefore decided to
devote the project to investigating current practice and new developments in order
to make available ideas and information on good practice.

A project group with representatives from all the departments was convened, and
work focused on the following areas:

continuous assessment: practice and problems;
non-traditional assessment methods;
independent study: assessing large groups;
assessment in relation to the use of distance learning packages and the restruc-
turing of contact hours in the area of business policy;
a staff survey on assessment: practice and perspectives;
assessment practices in language service teaching;
student views on assessment;
values and assessment.

Education, Sport and Leisure: student profiling
This project was selected in the context of changes in teacher training, with the
emphasis shifting to schools, and students having much less access to day-to-day
support from tutors. This is seen as an opportunity to emphasize students' own
awareness and sense of purpose over their professional and personal development
through the course. The means chosen to do this is student self-profiling with
personal tutor and mentor support and feedback.

As well as teacher training, the faculty is concerned with sports science and
leisure management, and self profiling is seen as equally applicable in these areas.
The faculty also sees profiling as having great potential for increasing student inde-
pendence in other parts of the institution. It is relevant to modularization and the
consequent need for students to chart their way firmly through their own pro-
gramme of study.

Engineering and Environmental Studies: supplemental instruction (SI)
Work in Engineering and Environmental Studies followed up a pilot project the
previous year in the Department of Civil Engineering. Supplemental Instruction, or
SI, is an American system of student peer tutoring. SI helps students consolidate
their knowledge, improves their study methods, gives them increased experience of
group learning, and the benefits in terms of improved marks spread to subjects
other than those covered in SI. The students who attend bring their own notes from
the class as a resource. The SI leaders themselves need initial training, and continu-
ing supervision and training. SI Leaders are trained in group facilitation: not teach-
ing, but helping students to work together on grasping important concepts, practising
techniques, and improving their confidence and skills. The SI Leaders themselves
gain markedly through the development of a wide range of transferable skills.

r'N
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Faculty of Health: student learning contracts
The project researched the benefits and difficulties of student learning contracts,
finding out what works, giving concrete examples, and providing a basis for deci-
sions as to their potential usefulness, showing the benefits and advising on methods
of implementation. Learning contracts, or learning agreements were already a fea-
ture of two smaller courses in the faculty, mainly involving mature students. A major
question was how feasible they were for use with large numbers of mainly 18+ year-
old students studying for a degree in pharmacy which requires mastery of a large
body of knowledge.

The work has included a survey of all course leaders within the University on the
nature and scope of existing practice in the use of learning contracts. Contact was
also made with colleagues from other institutions to learn from their experiences.

Information Technology: negotiated independent study
The project used an existing course (FORUM) within the second year of the Math-
ematics for Management degree to investigate the problems of managing a negoti-
ated independent learning module. The emphasis was on evaluating the processes
involved in different models and the production of recommendations for wider
application. The project had four phases:

investigating the state of the art in negotiated independent learning;
working with students on ways of formulating and negotiating their learning
contracts for the spring term;
implementing the process of independent learning and its assessment in the
second term;
evaluation of the project during the summer term, with students and staff in-
volved in producing a final report.
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6
Getting and Using
Student Feedback

James Wisdom

Introduction

Feedback can hurt your ears. When your friendly local pop group is setting
up its equipment, a bad attack of feedback can lift the roof off the church
hall! The early use of the word was among electrical engineers controlling
circuits. Its use in education implies a self-balancing process, regulated and
improved by the flow of information. Usually it describes either comments
on students' work or students' views on the performance of their teachers.
In both cases it has the potential to cause pain.

This chapter is based on the programme of student consultation meet-
ings that the Educational Development Unit (EDU) at Kingston University
has been conducting since 1986. It has been a programme of over 60
consultation exercises, covering courses on which over 6,000 students have
been studying. Kingston is a newly-designated university, having been a
Polytechnic since 1971 providing a vocational education in art, design, sci-
ence, technology, business studies, human sciences and teacher training.
However, the consultation exercise and the approach which brings it about
are not specific to this background and have been repeated successfully in
a number of other higher education institutions.

The core of this exercise has been to create a report which gives the
students' perspective on how they have been learning the course. For the
staff, the close-grained detail is as valuable as the broad outlines.

Approaches to gathering student feedback

In recent years there has been considerable public discussion of student
evaluation in higher education. This discussion has laid out a range of
techniques for gathering student feedback, together with warnings over
reliability and suitability. In 1974, Flood Page reported on the American
experience of student evaluation to the Society for Research into Higher
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Education and rehearsed much of the discussion which today is being
conducted in the context of appraisal and performance-related pay. In
1989 Gibbs, Habeshaw and Habeshaw published a manual of appropriate
techniques and methods entitled 53 Interesting Ways to Appraise Your Teach-
ing (Gibbs et al. 1989). In 1991 McDowell at Newcastle Polytechnic (with
support from the Council for National Academic Awards, 1991b) reported
on initiatives being conducted throughout her institution and in the same
year published the papers from a conference held by the Standing Confer-
ence on Educational Development entitled Putting Students First: Listening to
Students and Responding to their Needs (1991a). These publications showed
the variety of approaches, both well established and experimental, which
were being adopted in the UK.

The CNAA also supported the establishment of a Student Satisfaction
Research Unit at Birmingham Polytechnic (CNAA 1990), which in the main
looked at institution-wide processes. A CNAA conference in 1991 (CNAA
1992) led to the commissioning of Silver to survey the Polytechnic sector.
His report (Silver 1993) is a discussion of current practice written in the
context of the economy of institutional processes which might play a part
in the Quality debate. Meanwhile, the Enterprise in Higher Education ini-
tiative was considering how best to evaluate the student response to at-
tempts to change institutional practices; this was reported by Sommerlad in
1993.

The Committee of Vice-Chancellors and Principals' Universities' Staff
Development and Training Unit, sponsored by the Training, Enterprise
and Education Directorate of the Employment Department, commissioned
O'Neil and Pennington (1992) to prepare training materials for staff wish-
ing to gain experience in evaluation in their series Effective Learning and
Teaching in Higher Education (Cryer 1992) and have followed this up with
Student Feedback Context, Issues and Practice, edited by Partington (1993).
Most recently, Knight (1993) has published a collection of papers for the
Standing Conference on Educational Development and the Society for
Research into Higher Education, with a particularly valuable bibliography.
The background to all this work was the use of inspectors' (HMIs) ratings
of teaching quality in the polytechnic sector to determine levels of funding.
This initiative was followed by the Higher Education Funding Councils'
current scheme to assess teaching quality in the whole of the University
sector in every subject area.

As the literature now shows, there is a rich variety of mechanisms for
gathering student feedback. Among these is a growing interest in fostering
the skills and understanding that come from rigorous reflection and the
development of self-understanding. This suggests that such vehicles as dia-
ries, interviews, logs and notebooks, combined with a genuine spirit of
enquiry and learning on the part of the teacher, are likely to develop into
a very powerful suite of approaches. They could bring staff into a form of
academic intimacy with students which they may have felt they were losing
in the move towards mass higher education.
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The most widespread method of gathering feedback (as Silver 1993
reports) is the use of questionnaires. These can be administered at the level
of each module or unit of the course, of the course as a whole, or at
institutional level. They can be brief or substantial, standard or bespoke.
They can be used by individual staff for self-development or across cohorts
of staff for management information and course or institutional develop-
ment. As long as the normal caveats about gaining information for one
purpose and using it for another are applied, there is no initial reason why
they should not be seen as versatile and effective. However, they sometimes
produce substantial amounts of data which can be hard to translate into
action.

The other process which is almost universal in higher education is the
course committee on which representative students meet their staff. For
this to be a genuine and effective process, the representatives must be
supported in a number of ways. They have to be allocated time during
which they can discuss course matters with other students; they will prob-
ably need to be coached to handle (large) meetings to do this; they will
need to be prepared to function successfully at meetings often controlled
and sometimes dominated by academic staff; they might need practice at
putting challenging or critical positions; and they have to have ways they
can communicate outcomes of these meetings effectively. Often during
student consultation meetings, the weaknesses of the student representative
system have been revealed. One response has been to coach some student
representatives to run 'pyramid' discussions (where participants work first
on their own, then in pairs, then in fours and so on) ahead of course
committees; it appears to be a development worth encouraging.

The process of both questionnaires and course committees is usually con-
trolled by the academic staff. It is important to recognize the interactions
of power and responsibility between teacher and student, especially when
assessment is so dominant. Although the word feedback has connotations of
equality and value-free openness, to some students it can appear to be no
more than the acquisition of information within an unequal relationship
without any guarantee of beneficial outcome.

Although students could generate the questions, the usual practice in the
use of questionnaires is for students to be asked questions which the staff
think are important. This is even more the case when the questionnaire is
intended to gather comparative data between courses, or between staff. It
is often used to focus on how staff teach and is therefore becoming more
attractive in discussions about appraisal and performance-related pay. (For
a debate about the introduction of institution-wide questionnaires, see
Coomber and Harrison, 1992.)

The student consultation exercise used at Kingston has attempted to
avoid some of the drawbacks of the questionnaire approach. The process
signals to the students that the staff are interested in their (the students')
agenda. The sequence of events gives the students many opportunities to
consider their thoughts, and their ideas become clearer and stronger. The
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quality of the final discussion is often most worthwhile, and educational
principles are often handled with care and respect. It is not unusual for
students to end by thanking the EDU for the opportunity they have been
given for such a discussion. The process is often taken one stage further
when students see the final report and are invited to comment on it. This
is usually the first occasion on which they can compare their thoughts with
those of students from other years of the course. This can lead to a matur-
ing of their understanding of the whole educational process. In compari-
son, the many hasty judgements made on a questionnaire form seem rather
paltry. The act of evaluation is a learning experience in itself and one which
academic staff should foster.

The question asked in the EDU's meetings is not 'How well have you
been taught?' but 'How well are you learning?' The curious outcome has
been the discovery that teaching performance is often not the most power-
ful determinant of the quality of the students' learning. Turning student
evaluation towards learning opens many possibilities for developmental
change and shows how, in both the design and the staffing of the course,
the total experience is more than the sum of its parts.

Commissioning the student consultation report

There is no single best method of conducting the activity which is often
called student evaluation, sometimes student feedback, monitoring or ap-
praisal, frequently student assessment but at Kingston, when conducted by
the EDU, student consultation. Nor should there be. (For a discussion on
the importance of triangulation, see O'Neil and Pennington 1992.) There
are, however, some practices which have been developed during the pro-
gramme at Kingston which are robust enough to be transportable to other
situations.

Central to most university quality assurance processes has been a critical
evaluation of the course since its last review. One essential element in this
has been the comments and opinions of students currently studying the
course. This feature has been given new emphasis in the UK, in the Higher
Education Funding Councils' Teaching Quality Assessment process. While
the course leaders are free to gather and present those comments in any
way they choose, the offer made by the EDU has been to prepare a report
which would be returned directly to them. In this way, the EDU has been
able to survey student opinion across the whole institution and this in turn
has helped establish the Unit's staff and educational development priori-
ties. This information has counter-balanced the weaknesses inherent in the
training needs analysis approach which normally derives all its information
from academic staff and their managers.

There are many in higher education who are interested in what students
think of their courses and of the staff who teach them. One of the political
features which has secured the course consultation process is that it is only
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the course leader (and the course team) who can trigger it off. If the
process was commissioned by a head of school or department, a dean, the
chair of the academic quality committee, a pro-vice chancellor or any of
the other interested parties it would be a significantly different process; and
the students' approach to it would also be different.

It is important to recognize the nature of the relationships between stu-
dents and the staff who teach them. While in these relationships there is
the constant presence of obligations based on assessment, there is also the
presence of mutual loyalty, the recognition that both parties are working
hard, sometimes in a difficult environment, to foster the personal growth
and intellectual development inherent in the educational process. The
relationship between a student and her or his teachers is a primary relation-
ship. When a third party (such as the EDU) asks the students to speak of
that relationship, the fact that it is a confidential conversation which is
returned directly to those most closely involved enables the students to
speak with a freedom, an openness and a respect which would be cast in a
different form if the exercise was an investigation, commissioned by outsid-
ers and owned elsewhere in the institution. There is, for example, no con-
vincing evidence that most students wish to become involved in contributing
to staff appraisal processes or to decisions about performance-related pay,
though it has been assumed that students who pay their own fees are more
likely to want to do so. Information gathered for those purposes will be
significantly different from course consultation information, even if the
same techniques are used.

The process of student consultation

The student consultation exercise is a structured group conversation which
is sometimes called a snowball or a pyramid discussion. The course leader
finds the times (usually 1'/4 hours) when students in each year group will
be available. The time of year slightly affects the outcomes of the discus-
sion; the most popular time is the last few weeks of the teaching year
(before the revision period has started) but this is the time of maximum
sensitivity about the examinations.

Two members of the EDU staff conduct each meeting. When stretched,
the EDU has asked for help from the library staff. This has been very
successful. After introductions which point out who has commissioned the
work and why, the students are told that the conversation will be confiden-
tial but that it will result in a record (being made on an overhead projector
or a flip chart) which will be used for the report.

`We are interested in anything which is affecting the way you are learning
the course' is the rubric which drives the rest of the meeting. The students
are asked to create their own agenda by listing two sets of points. These are
described quite carefully. On the one hand, anything about the course
which has been successful, which should be retained in future years, about
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which students feel positively, anything which (or anyone who) the students
might wish to praise. On the other hand, anything which has given diffi-
culty, features about which the students feel negative or wish to be critical,
but (and this is essential) the students are requested to offer these up with
positive recommendations for change.

Through this opening discussion the focus is on student learning and
how it is being helped or hindered. This has proved to be a more realistic
focus than looking at student satisfaction and its associated notions of stu-
dents as customers or clients, without obstructing in practice the inclusion
of items of general or institutional importance.

After five or ten minutes the students are asked to compare their points
in a small group and to try to prepare a common list, preferably in some
order of priority. One of them will have to be a speaker but the process
offers a level of anonymity as they will be representing the group, not
themselves. Then the full discussion starts, in which each group in turn is
asked to make a point. This is tested against the other groups with ques-
tions such as: Is it generally agreed? Do the other groups have similar
points? Should it be expanded? Or developed? Or contradicted? Through-
out this discussion one of the EDU staff is keeping a record on the over-
head projector. This record has to be agreed by the students; it is constantly
referred to, checked, confirmed. If the students cannot come to an agree-
ment about a point, then the disputed opinions are offered up for the staff
to consider. Most discussions usually last about 45 minutes, cover between
five and seven sheets of transparency and result in about 14 points, half of
them being major points which take up most of the discussion time and
which have been dealt with in detail.

The EDU staff then prepare a report, either structured around the main
themes which have emerged from the meetings, or by giving an account of
each separate year group meeting. The purpose of the report is to give the
students' perspective, which the staff can then use (with other perspectives
or imperatives) to adapt the course in the future. They are not created or
written as a series of student judgements against which there is no appeal.
Students might be mistaken in their perspectives, or they may expect the
impossible. The reports are written to help the staff make changes.

Absolute confidentiality is maintained by the EDU. One copy of the
report is handed to the course leader with the very strong advice that they
should put it back to all the students to check its contents and to use it as
the basis for a dialogue. The students have often asked to see the whole
report during their meetings. But it is completely the course leaders' to use
as they will and for them to decide how and in what form it should enter
the public domain.

Occasionally students have wanted to make a major criticism of a mem-
ber of staff. The procedure the EDU uses is to hear the comments but
inform the students that such material, if included in a report, might well
be counter-productive and would certainly restrict its circulation. However,
their views and suggestions would be reported to and discussed with the
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course leader. In no case has this information come as a surprise to the
leader, though often they are perplexed about how best to handle the
problem. It requires a very high level of managerial skill to ensure that such
problems do not occur and even greater skill to deal with them when they
do. Successful staff development in this area would release substantial talent
and expertise into creative rather than destructive directions.

What do students say? The praise given by
students

Perhaps the most important message the students give us is that in general
terms they are pleased with the education which they are experiencing.
They recognize that many of the staff are working hard to do the best they
can for their students and that the qualification for which they are studying
will be awarded on the basis of a real educational experience, rigorously
assessed.

The words which students select to describe a good or successful course
are often words like 'relevant', 'practical' or 'real-world'. This may be a
function of the distinctive vocational mission of the former polytechnics.
Much of the discussion during a consultation meeting will be about the
relationship between the learning of theory in relation to practice, whether
that be in the laboratory, in the workshop or during a field trip, and the
order in which these elements should be studied.

When praising staff the key word which returns many times is 'enthusi-
astic', and many academic staff have also been described as 'approachable'
and 'friendly'. When students describe the elements which contribute to
their picture of the ideal lecturer they mention someone who is interested
in them, who has up-to-date knowledge, who can organize the course well,
who has a sense of the structure of the course and where it is going, who
has a clear purpose to each lecture or seminar and an awareness of what
it is like not to know the subject. The way staff solicit or respond to stu-
dents' questions is particularly important. Students respond well to lectur-
ers who build up an atmosphere of confidence. Other staff whose work
often comes in for praise from students are administrative staff such as
school or course secretaries and resources staff such as librarians.

Often during a student consultation meeting students will report the
difficulties they are having with the course in greater detail than the suc-
cesses. However it is very common at the end of a meeting for a student to
say (with general agreement from others) that, although they may have
discussed several negative features, it is important that we (the EDU) do
not take away the overall impression that the students are unhappy with the
course. They often affirm that the core activities of the course are good and
worthwhile and that, if only attention could be given to the points they had
raised, they would see the course as excellent.

Although it is important to recognize work which is exceptional or special,

97



88 Directions in Staff Development

at a time when the staff in higher education feel themselves to be under
great pressure from structural changes it is also important to recognize and
acknowledge the success of staff who are quietly and successfully maintain-
ing the quality of their work. This student consultation process has often
been a vehicle for such praise and has contributed to creating a more
positive climate for further staff development work.

What do students say? The difficulties which
students discuss

There is surprising agreement between students over what aspects of their
courses present them with difficulties. The following is a selection of con-
cerns which are common between subject areas and institutions.

Assessment

Students need to stay on courses and in their final year the classification of
their degree matters greatly. Marks are a currency and a form of commu-
nication, existing in raw and refined forms, scoring success and failure. As
the proportion of students for which each member of staff has to take
educational responsibility grows larger, the time taken to complete each
assessment to a standard which is useful as feedback for the student grows
longer. This problem is appearing in many consultation meetings and oc-
casionally students have asked for a different form of testing; quick, short
activities with rapid feedback, but without marks, to allow for learning while
risking failure. Students are also aware of inequity and weakness in lectur-
ers' assessment practices such as inconsistency of treatment or confused
criteria. The growing enthusiasm for group work is producing its own dif-
ficulties with assessment, in particular with students described as 'passen-
gers' in a group. Students have commented that it is hard for them to 'read
around the subject' because of the heavy burden of assessed coursework.
They often feel that all their attention should be devoted to the specific
work upon which the academic staff have clearly placed the highest value.

The relationship between the role of assessment and the development of
good and enriching forms of learning and teaching is one of the key tasks
to which progressive staff development should address itself. The frequency
and intensity of this concern expressed through the student consultation
meetings shows that this is now an urgent necessity.

Styles of teaching

As much of students' time is spent in lecture rooms listening to lectures,
this form of teaching comes in for very full comment. The students' ideal
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lecturer has already been described as a well-organized and empathetic
individual. Although many academic staff feel that there may be peculiar-
ities within their particular discipline which make the teaching of it espe-
cially problematic, the range of comments which students make about
lecturing are common across all disciplines.

Often students describe the experience of being presented with too much
detail for too long a period, usually while copying down notes from the
overhead projector. In many cases they say that staff have unrealistic as-
sumptions about what they already know or how quickly they can take in
and understand the material. (This is becoming a very common matter for
first year students.) Lecturers sometimes speak in a monotonous tone or
use unexplained jargon or clumsy sentence structures. Students often sug-
gest that staff should acquire basic lecturing, communication and explana-
tion skills as part of the tools of their trade. This is a central and essential
staff development obligation which goes beyond merely acquiring these
skills once during the first, probationary year. They need to be maintained,
refreshed and improved throughout a teaching career.

A particular intensity of comment is reserved for lecturers whose re-
sponse to questions reinforces the feeling of inadequacy which the ques-
tioning was designed to overcome. Students often mention how reluctant
they are to ask questions in large lectures and use up other students' valu-
able time. The silent response to the familiar end-of-lecture ploy (`Does
anyone have any questions?') should not be taken as evidence of content-
ment. Lecturers who manage to encourage participation, either in lectures
or seminars, and who respond to challenge without seeing it as criticism,
come in for particular praise. There is a rich variety of styles of questioning
and many activities which can be used to involve students in educational
discourse; it is possible to detect students' disappointment that often their
teachers seem content to use so few.

The management of the course

The single most important issue which the student consultation meetings
bring forward, and the element which, in its many ways, most influences the
quality of the students' experience, is the effectiveness of the management
of the course. As this era is one in which existing processes are under
pressure, the skill with which the staff manage the process of changing the
course is also of central importance. In this context, course refers to the
whole programme of study, within which there might be separate courses,
modules, units, options or electives. Even in modular degrees, it is impor-
tant to find a focus for consultation above that of the separate modules; a
course is more than the sum of its parts.

For the purposes of presenting the issues which concern students, a course
encompasses the design of the curriculum, the disposition of resources, the
daily and weekly operational practice and the bringing together of what is
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sometimes a very large body of academic, administrative and resource staff
into what is seen by the students as a course team.

Curriculum design

The design of the curriculum and its progress through the university's
quality assurance procedures is, in institutions formerly under the aegis of
the CNAA, a very thorough process resulting in a course document which
is expected to have a currency of at least five years. During those years, with
developments in knowledge, changes in staffing and pressure on resources,
the course evolves and adapts. When the subjects on a course come together
in an integrated way, the students will comment on the success of the
course; they enjoy the experience of relating understandings gathered in
the different subject areas. However it is common to find that, over time,
parts have come adrift.

There are three aspects to the problem of integration which are com-
monly mentioned by students. The first relates to the differences between
the optional or elective courses which students often take in their second
and usually in their final year. There are often very great differences in
workload, in the time required and in the standards which the various
lecturers expect. The students perceive this as an issue of inequity as they
prepare for their final examinations.

The second results from the 'service' teaching relationship, in which a
school or department provides the staff to teach one part of a course being
managed by another school. There are often differences in assumptions
about some of the most basic aspects of the educational process, such as the
criteria for assessment, the amounts of work students might be expected to
do and the level at which they should be doing it. The language of the
service subject is often unfamiliar and hard to grasp, the examples often do
not relate to the subject matter of the rest of the course and the assessment
is often perceived as more threatening. The lecturers themselves usually
have an office elsewhere, possibly on another site, and there are often more
failures over communication and personal tutoring. Similar concerns need
to be addressed in modular courses.

When mathematics, statistics and quantitative methods are taught through
a 'service' arrangement, there is an extra level of emotional intensity with
these subjects which almost guarantees that, in whatever course or institu-
tion the student consultation process is conducted, they will generate dis-
cussion. Difficulties in this area are particularly common with first-year
students.

Underlying the difficulties expressed over mathematics is the more major
concern of how universities should design at least the first year of their
degree courses to comfortably accommodate students with a wide variety of
academic backgrounds and previous experience. This pressure can only
intensify as the proportion of citizens entering higher education increases.
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This development represents a major challenge to universities and colleges;
the level of investment in staff development will be one of the critical
factors in meeting it.

The use of resources

The disposition of resources is a matter which students raise in a variety of
ways. One such is the way the library supports the course. While the librar-
ians invariably are praised for their helpfulness, many students feel that
there are insufficient books and journals on the shelves and that the stock
is out-of-date. This is often a function of the pressure generated by the
larger number of students without an equivalent increase in library spend-
ing. Some forms of course design have put very great pressure on library
space and environment. Group research projects, for example, gener-
ate noise and the need for small rooms in which to work on reference
materials.

What emerges from many course consultations is the quality of the rela-
tionship between academic and resources staff and in particular the many
ways in which academic staff can unwittingly maximize the pressure on
scarce resources. Examples of this pressure are: giving a reference to a
single text, essential for an imminent piece of assessed coursework, to a
whole class; failing to move essential texts into reference, short loan or
project loan; dispensing bibliographies and recommended reading which
bear little relationship to stock held on the shelves; failing to inform stu-
dents in advance of the programme of assessed coursework or seminars;
choosing major whole-class research topics without consultation with librar-
ians; designing whole-class group work with short deadlines but dependent
on reference material. When student-to-staff ratios were low, it was possible
to ride such difficulties. Today, any failure to address such areas of course
organization condemns students unnecessarily to work in a climate of greater
competition for scarcer resources. Bringing library and other resources staff
into an effective course team is now an essential requirement; good staff
development will be needed to under-pin this process.

Operational practice

The quality of the daily and weekly operational practice of the course (such
as timetable changes, work schedules and the communication of informa-
tion) is another area which receives close attention in these meetings. Often
at the forefront of students' minds is the difficulty so many have with the
timetable for completion of assessed work. In a few courses, the year tutors
or the course leader will have planned this so well that the students' work-
load is distributed evenly. In others, individual lecturers are left to decide
the timetable for themselves and the inevitable result is bunching at the
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end of the terms and a crisis of uncompleted work due for submission just
before the examinations. Often the students are asked to complete very
great amounts of work; small failures in their heavy work programme can
rapidly multiply into a course-threatening crisis.

The course team

The key figure in a course team is the course leader, the person who is
ultimately responsible for presenting the students for graduation. The rest
of the team will be those with ownership: the teaching staff of the parent
school with administrative or managerial responsibilities; perhaps as year
tutors, admissions tutors or industrial placement tutors and staff in the
parent school who have only teaching responsibilities. Staff from other
schools (service teachers) and part-time staff also have links, as have admin-
istrative staff (the course or school secretary), the resources staff (librarians,
staff from the central computer unit) and the technical staff maintaining
the laboratories or workshops; even the institution's facilities staff (rooming
officers, caretakers) could be members of the team in certain circumstances.

If the concept of a course team is not one which is common across the
whole of the higher education sector, the notion of a course team which is
actively managed is even less so. Nevertheless, the central fact which emerges
from student consultation is that students experience learning on the course
as a single, whole interaction involving a variety of staff whom students
might (within reason?) assume are in contact with each other. The students
are not often interested in the managerial shape of this team but they do
draw attention to problems which result from its failure to operate as a unit;
conversely, when the group functions well, students recognize the success.

In courses which are constructed so that, in each subject area, the teacher
has full autonomy to design and deliver their unit, it has been hard to
respond to the challenges of recent years in anything other than an incre-
mental way. There are a number of areas of academic practice which can
best be addressed by a course team acting together. Three such areas which
emerge from consultation meetings are the need to reduce the amount
(and improve the quality) of assessment; to reduce the content of over-full
syllabuses without lowering standards; and to adapt courses to foster the
development of a range of personal transferable skills.

Many issues raised by students result from the responses that course
teams have made to the struggle to maintain educational quality in the face
of either an increasing number of students or the reduction of resources
for teaching. Those responses have usually been modest shifts and accom-
modations to new circumstances, alterations which have maintained the
basic form of the course design, sometimes in the hope that the status quo
might soon be restored. But the cumulative effect of these coping strategies
can be to distort the course beyond what students find comfortable, or even
in some cases acceptable. Three examples will underline this development:
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seminar groups which have grown too large, or which are held too infre-
quently, to successfully complement the lecture programme; laboratory
programmes which are now designed for completion over the whole year
and which, for most students, are out of synchronization with lectures; a
personal tutoring system which was once the main interaction between staff
and students but which has been reduced to seeing students only when they
have problems.

The single greatest pressure for staff development which emerges from
student consultation meetings is the need to improve the full range of
managerial and communication skills. This is not to be interpreted as sim-
ply strengthening an hierarchical line management. There are many ways
to structure the course team and many ways to handle the rights and re-
sponsibilities of working colleagues, and some which are particularly suited
to an academic environment. There is also a substantial personal responsi-
bility imposed on staff to ensure that their self-management skills are of an
order which enables them to act effectively in their main educational tasks.
There may also be a substantial responsibility imposed at institutional man-
agement level to ensure that staff have sufficient power to discharge effec-
tively their responsibilities. Nevertheless, student consultation meetings show
that improvement in this area will have a direct and immediate impact on
the quality of the students' learning.

This finding also represents a challenge to some of the distinctions which
have been made between staff and educational development. In many in-
stitutions one sort of staff development and training is provided for allied
staff, educational development is provided for academic staff and manage-
ment development and training is offered to senior staff. Working outward
from the students' experience suggests that the barriers and differences
inherent in this approach must be overcome and that our current notions
of appropriateness cannot be sustained.

Conclusion

It is important to realize the limits of whichever consultation process is
being used. There is one key question, unspoken but central to the whole
exercise. Do the staff really want to listen to their students? If they do, then
the students already know this. They have picked it up in the way the course
is handled, in the way that the lectures, seminars, field trips or laboratory
exercises are conducted, in the way that staff relate to each other and to
them. They know their opinions will be heard and valued. The EDU's
student consultation process gives a good vehicle for this communication,
but even a badly-designed questionnaire would be serviceable.

With such groups of staff, the consultation reports become part of a
continuing discussion about what the next range of staff development should
be. Taken with exam results, comments from external examiners, outcomes
of course committee meetings and other feedback, the reports, particularly
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as they contain positive suggestions and recommendations, are very useful
in planning for educational change. They give strong guidance in a positive
framework.

When, for whatever reason, the staff are not really listening to their
students, it almost does not matter which approach is adopted. Often the
focus of the discussion of the outcomes is on the tip of the tongue, the
whole process being described as the students' assessment; as if it were a
mirror image of the assessment activity of staff.

The political acceptability of the process at Kingston University has been
assisted by giving the course leaders complete power to handle the report
in the way which best suits them. The variety of responses can be very
broad, ranging from written rebuttals of the facts which the students have
got wrong through to the widespread circulation of the document and the
holding of a series of meetings to discuss and debate the course and its
future. Such action recognizes that ownership of the course can be shared.
When the whole process is used to strengthen and continue a real learning
conversation between staff and students, then any third-party activity which
has deepened and enriched that process is enormously worthwhile.

104



Part 2
Staff Development for All

We are concerned in Part 2 with staff development for roles and responsi-
bilities other than those involved with teaching and learning. The history of
staff development in higher education is characterized by a tendency to
treat the needs of different groups of staff in different ways. Staff develop-
ment activities have grown out of these very different and sometimes appar-
ently conflicting perspectives. From their varied traditions, each chapter in
Part 2 helps to build up a picture of what staff development for the whole
institution might look like. In bringing them together with the discussions
in Part 1, one cannot fail to notice differences in language and culture. Yet
there are similarities and it is these which are important for the future.

An important theme in Part 2 is the interrelationship between the indi-
vidual's development and the institution's development which, as we saw in
Chapter 1, is complex. Effective professional development must rely on the
willingness of staff to engage in it. But it is also an essential tool for insti-
tutional change. If strategic plans are to be achieved then development
must be geared towards particular priorities and targets. Chapter 7 outlines
the present state of staff development in higher education for those who
are heading for or who have already reached senior management positions
in universities. In examining the current situation against some models and
approaches to top management development in other sectors and in higher
education in different countries, Robin Middlehurst suggests that heads of
institutions should provide a model of development both by being them-
selves engaged in it and also by setting up structures and systems wherein
development can take place in all areas. Staff development can assist vice-
chancellors and pro-vice-chancellors in shaping the very environment which
can support or encourage individuals in the institution to undergo training
or development and the particular forms which this might take. Thus their
professional development can be crucial in addressing the issue of balanc-
ing institutional and individual development. We have already seen that
there is a need for support and encouragement for staff development right
from the top. This is echoed throughout Part 2.
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Despite the apparently different orientation in Parts 1 and 2 there is
much common ground. There is in Part 2 an emphasis on providing a
variety of learning opportunities, on taking account of individual differ-
ences in learning and on the importance of offering programmes which
enable individuals to gain academic credit. These are all themes which were
stressed in relation to educational development for teaching and learning.

There is too, again an emphasis on the importance of reflection on
practice. Workplace learning is viewed as an important vehicle for profes-
sional development in many areas and at all levels in the institutional hier-
archy. There is a strong link here with the action research approaches
which were discussed in Part 1 in relation to the development of teaching
and learning strategies. This theme is echoed throughout Part 2. In Chap-
ter 8, the nature and variety of staff development available for heads of
academic departments is considered and the relationship of this to the staff
development work of their staff explored. In the changing higher educa-
tion context, the chapter begins by asking why the training of heads of
department is now a crucial issue. John Davies points to the problems of
transferring learning to the workplace when training is undertaken away
from it in formal courses organized elsewhere. There is clearly a role for
such activities in raising general awareness and for the sharing of ideas and
experiences, but heads of departments need, he suggests, to be actively
involved in designing their own learning programmes and for this to be
grounded in the day-to-day problems they experience.

In Chapter 9 John Doidge discusses the use of quality teams comprised
of groups of staff who collectively attempt to solve problems in the workplace.
Quality circles work on a cycle of action and reflection, theory being used
as a vehicle for understanding the issues, not as an end in itself. The lan-
guage is different but the links with action research are obvious. Institutions
of higher education owe much of the success of what they do to the allied
staff who work either directly or indirectly alongside academic colleagues.
This approach serves to ground staff development in the immediate con-
cerns of the staff themselves. It is also a way of empowering staff.

Chapter 9 also relates the growth in staff development activities in higher
education in relation to wider developments in training such as, in the UK,
the establishment of national training targets, national vocational qualifica-
tions, and Total Quality Management. These schemes for structuring, cred-
iting and evaluating staff development in organizations are having an
increasing impact in higher education. The chapter reminds us that there
is much to learn from the experience of our industrial neighbours.

Staff development, then, is about the development of institutions as much
as individuals and groups within it. As individuals develop their understand-
ing of the influences and issues which drive their practice, so the institution
changes. The form of organization of staff development which an institu-
tion takes is a measure of its stage of development. The history of staff
development has taught us that the traditional piecemeal emphasis is going
to be inappropriate for tomorrow's needs. As the institution grows and



Staff Development for All 97

learns, new structures for the organization and practice of staff develop-
ment are required. These new structures will themselves need to be revised
and developed in the future as the university changes and grows. The chal-
lenge will ultimately be to establish ways of working which are capable of
change as institutional needs and priorities are reassessed.

In Chapter 10, Liz Beaty describes the work of a group of staff consisting
of people at different levels of the organization including managers and
those with the ability to design and run good staff development programmes.
It was brought together to work on the problem of how to bring about
significant change in the organization. Such a group has the potential to
work across the hierarchy but also to do itself out of a job. For in the pro-
cess of reflection and action, the institution develops its collective under-
standing of the nature of the development process. The chapter illustrates
the essentially dynamic nature of staff development. It also underlines the
role of dialogue in developing understanding in key individuals of the
nature, purposes, functions and institutional potential of staff development.
This is an important part of their own professional development. Here
institutional and individual development are aligned.
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Top Training: Development for
Institutional Managers

Robin Middlehurst

Linking the words top and training is a provocative act, since it is com-
monly assumed that those who reach the pinnacle of their organizations no
longer require further training or development. In this chapter, I argue
that such assumptions are dangerously complacent in an environment that
is constantly changing and in organizations whose core business is training
and education. Instead, I propose an approach which embraces continuing
and active participation in learning at all levels of the organization, includ-
ing the top.

In developing the argument, a number of issues will be considered. When
planning approaches to training and development, the context in which
individuals operate and from which they rise to senior positions is of pri-
mary concern. Of parallel importance is the nature of the role and respon-
sibilities that they are expected to undertake. As one gets closer to designing
learning opportunities other issues are relevant, for example, individual
backgrounds, skills and expertise; different models of development which
might be appropriate; and the timing of developmental opportunities. Where
new approaches are envisaged, it is also useful to consider and assess the
range of provision that is currently available. These issues are addressed
below, after giving brief attention to some conceptual matters.

Conceptual matters

The terms education, training and development of managers mean different
things in different organizations. In their study The Making of British Man-
agers, Constable and McCormick (1987) offer the following interpretation
of the three terms:

management education: refers to those processes which result in formal
qualifications up to and including postgraduate degrees (i.e., education
for management);

1
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management training: includes the formal learning activities which may
not lead to qualifications and which may be undertaken at any time in a
working career;
management development: is broader still, job experience and learning
from others are integral parts of the development process.

In many large commercial organizations, management training and devel-
opment for senior staff will be built upon earlier foundations of manage-
ment education. In universities, where institutional managers have had a
variety of career experience (often predominantly professional rather than
managerial), this assumption does not always hold. The general lack of
formal management education among members of staff in universities,
particularly academic staff, has implications for the design of management
training and development opportunities since the notion of building these
on common management education foundations does not apply.

Burgoyne (1988) offers an alternative perspective from that of Constable
and McCormick when he describes management development as 'the
management of managerial careers' and a managerial career as 'the bio-
graphy of a person's managerial work life'. This conception has two import-
ant implications: first, that development is a broad concept involving formal
and informal learning; and second, that responsibility for development rests
both with the individual manager and with the organization of which they
are a part. Burgoyne suggests further that there are two facets to manage-
rial careers that can be managed. The structural facet includes the pattern
of managerial tasks, roles and activities that the person is engaged in over
time, while the developmental facet encompasses the processes of change,
learning and development that affect how the person shapes and performs
these tasks, roles and activities. Both facets need to be integrated into 'the
management of managerial careers'. Burgoyne's interpretation of manage-
ment development offers a useful starting point for this chapter.

A further conceptual matter concerns the distinction that is often made
between management and leadership. For the purposes of our discussion,
the theoretical distinctions between the two terms are acknowledged
(Zaleznik 1977; Bennis 1989; Kotter 1990a), while recognizing that in prac-
tice, the two functions are closely linked. Individual roles at strategic levels
may be more closely oriented towards either leadership or management,
although an emphasis on both activities is necessary in order to relate
strategy to implementation. The term management will therefore be used
generically to include both activities and where necessary the finer distinc-
tions between leadership and management will be highlighted.

Context

The external context in which UK universities have operated since the
beginning of the 1980s will be a familiar one to most readers. This context
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is common to many parts of the public (as well as private and professional
sectors) in the UK and has parallels with the economic and political environ-
ment of universities in other parts of the world, for example, in Australia,
the US and parts of Europe.

A number of themes which are presently affecting UK higher education
are important for the design of management development in universities.
The first and most obvious is the change in the shape of higher education,
from a binary (and elite) to a unitary (and mass) system. Institutions have
become larger and their student populations more heterogeneous. These
physical developments have implications for the structures, systems and cul-
tures of institutions as well as for the patterns of their core business.

A second theme is the continuing squeeze on resources. Pressure on the
public purse has produced political emphases on efficiency gains, cost-
measuring and cutting, value-for-money and accountability in the use of
public funds, as well as a focus on entrepreneurial and revenue-generating
activities by universities themselves. Within this climate, a premium is placed
on robust management systems within a framework of creative leadership.

A tighter financial environment has increased competition between uni-
versities themselves and between universities and other organizations. The
growing prominence of the market in the affairs of universities has also
brought with it a greater focus on the interests of higher education's cus-
tomers. For strategic managers, these themes have required an emphasis
on defining the institution's mission and market niche, and on promoting
these assiduously. A new emphasis on quality management approaches has
also been encouraged; an emphasis that is actively supported by the govern-
ments' desire in the UK as elsewhere (Taylor 1987) to scrutinise more
closely the operations and outcomes of the institutions it funds.

In combination, these themes and the altered topography of UK higher
education, have produced a dynamic operating context for institutional
managers. Universities and colleges have had to adapt to external political
and economic pressures as well as respond to the internal forces of disci-
plinary and pedagogical developments. In common with the rest of society,
institutions are also subject to the pervading influence of technological
change. Because of the nature of their core business, technological devel-
opments affect all aspects of university life, from teaching, research and
academic support to administration and management.

Institutional managers have a particular responsibility to interpret and to
manage the external context of the institution. However, they are also obliged
to recognize and respond to the internal context: the nature and variety of
institutional business, the diversity of staff; the traditions, values and cul-
tures that permeate the university; the financial position, geographical lo-
cation and physical condition of the enterprise. The management task is
shaped by the particular internal features of the university as well as by the
pressures from outside the institution. Both are filtered through the per-
ceptions, attitudes, competence and past experience of senior managers
and their constituents.
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Internally, the university is a complex organization. Focusing on different
aspects of the university, organization theorists have described the institu-
tion as a collegium (highlighting community, self-governance and consen-
sus decision-making); as a bureaucracy (emphasizing defined roles and
formal command structures); as a political entity (noting differences of
power and values, competition and conflict); and as a cybernetic system
(pointing to loosely-coupled units and to self-correcting mechanisms in the
university) (Bensimon et al. 1989). Recently, an 'entrepreneurial image' has
been added (Davies 1987) which depicts the university as a holding com-
pany for a number of semi-autonomous satellite units. All these perspectives
reflect something of the internal reality of universities, whether in terms of
present structures or past values which are still visible in the attitudes and
responses of staff. An important part of the strategic management task is to
interpret and to shape this internal environment so as to achieve optimum
institutional performance.

The degree of change that has characterized universities in recent years
as well as the range and complexity of the strategic management role sug-
gests a need for new incumbents to senior management posts to undertake
a variety of learning tasks. They will need to take time to brief themselves
on the nature of their roles and the issues that face them in particular
institutions. They will need to consider the ways in which other organiza-
tions have tackled strategic problems and will need to explore the particu-
lar environment in which they must operate. Since neither the environment,
the institution nor the individuals will remain static, new managers will also
need to develop analytical and practical tools to help them to diagnose and
to create appropriate strategies for institutional change.

Roles and responsibilities

In order to design appropriate developmental opportunities, one must
understand the nature of the role to be performed. The general context
described above already begins to define some of the roles and responsibil-
ities that institutional managers will be expected to undertake. A simple
four-phase model, offered by Kotter (1990a), summarizes some of the key re-
quirements more explicitly, in terms of leadership and management action.

The first responsibility of strategic managers, Kotter argues, is to create
(or maintain) an agenda for the organization. In leadership terms, this will
involve establishing a direction, a vision of the future and strategies for
producing any changes needed to achieve the vision. On the management
side, the complementary activities of planning and budgeting are important
initially.

A second leadership responsibility involves aligning people, that is, com-
municating the intended direction by words and deeds to all those whose
co-operation may be needed. Through this process, coalitions and teams
are created that understand the vision and strategies and accept their validity.
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Complementary management tasks in this phase are organizing and staffing.
These establish a structure for accomplishing plans, allow delegation of
responsibility and authority for carrying out the plans, provide policies and
procedures which guide action and create methods or systems which moni-
tor implementation. Together, this second tier of leadership and manage-
ment responsibility develops a human network for achieving the agenda.

The third level, which Kotter labels execution includes the management
activity of controlling and problem-solving (that is, monitoring results against
plans, identifying deviations, and re-planning and organizing to solve prob-
lems). Leadership at this point, Kotter suggests, involves motivating and
inspiring, energizing people to overcome major political, bureaucratic and
resource barriers to change by satisfying very basic, but often unfulfilled,
human needs.

The fourth phase depicts the outcomes that can be expected from suc-
cessfully combining leadership and management action. Management will
produce a degree of predictability and order and has the potential of con-
sistently producing key results expected by various stakeholders. Leader-
ship, on the other hand, will produce change and has the potential to
produce useful change, for example, new activities that are wanted in the
marketplace and new approaches to staff which can make the organization
more competitive.

Kotter's model is both too simple and too rational to capture the untidy
reality and the conflicting pressures that currently impinge on universities.
It does not adequately reflect the flatter, less hierarchical and less tightly-
coupled management structures of many universities compared with indus-
trial or commercial organizations, the considerable dispersion of leadership
responsibility across the institution or the autonomy of basic units, extended
recently by greater devolution of managerial responsibility from the centre.
None the less, the model does serve to highlight some of the management
functions that are required even if their form requires modifying in the
university setting.

Other authors draw attention to non-linear features of management,
including its complexities and uncertainties. Mintzberg (1973) notes the
speed and range of tasks undertaken by managers, while Birnbaum (1989)
and others highlight the constraints on leadership in universities as well as
the ambiguities and dilemmas which face strategic managers (Cohen and
March 1986; Hampden-Turner 1990). A combination of rational and de-
fined elements, with opportunities for challenge and breadth, for exercis-
ing flexibility and creativity and for developing intuition so as to respond
quickly to a range of issues will clearly need to be part of any training and
development apps oath which prepares or supports those at the top.

In looking more closely at the roles of institutional managers, it is obvi-
ous that functions differ (for example between the Finance Director and
Director of Estates or between the Vice Chancellor and his or her depu-
ties). The balance of leadership and management responsibilities may vary,
as will the direct responsibility for resources, whether financial, material or
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human. The precise range of responsibilities undertaken by individual sen-
ior managers will also differ according to the requirements of the institu-
tion itself and the balance of roles needed at the top. Detailed discussion
of individual roles is beyond the scope of this chapter (but can be found
elsewhere, Green and McDade 1991; Middlehurst et al. 1992). What is more
important to note for our present topic is that strategic management in-
volves both an individual role (often as head of a department or function)
and a collective role as part of a senior management team and a member
of the wider institutional community. Green and McDade (1991), concen-
trating on senior managers in American universities, outline a range of
responsibilities which are of general relevance to senior institutional man-
agers. Building on their work and our own (Middlehurst et al. 1992), the
following responsibilities can be identified, inter alia, as part of the senior
management role in a changing world:

providing leadership for varied and conflicting constituencies;
overseeing or directing operations (leading the development and imple-
mentation of policies, designing structures and strategies to achieve ob-
jectives, planning for the most efficient and effective deployment of
resources);
securing resources and overseeing their use and development;
marketing, and generating new business;
establishing an appropriate working climate (through policies, systems,
standards, support, communication, problem-solving, and the active mod-
elling of values);
ensuring smooth management (adequate and accurate planning, moni-
toring and evaluation of policies and procedures, co-ordination and del-
egation of tasks and activities, information management, decision-taking
and arbitration);
relating the institution (and its units) to external constituencies (through
implementing legal requirements, representing and reporting institutional
operations and outcomes, hosting and attending ceremonial events, liai-
son and intelligence gathering, interpreting, explaining and negotiating
between internal and external worlds);
building and developing teams, networks and alliances;
promoting and managing innovation, change and institutional develop-
ment.

This list illustrates the wide range of strategic responsibilities that will be
faced by senior managers. Given the breadth of these tasks, it is obvious that
narrowly conceived and short-term training will not be sufficient to prepare
individuals for senior roles or to support them when in post, but it is also
clear that some preparation and continuing development will be required.
Those conceptions of training and development which take a broader view
within a longer time-scale are likely to be most appropriate. The work of
McCall et al. (1988) which identified 'the lessons of experience' and which
suggests how to maximize their learning potential, or of Mumford and his
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colleagues (1987) which focuses upon helping directors to learn how to
learn more effectively, provide some useful pointers for the design of appro-
priate management learning opportunities.

Capabilities

Outlining the general responsibilities of senior managers already suggests
some of the task-related capabilities required for these roles. However, these
are underpinned by other capabilities intellectual, social, technical and
professional.

Intellectual, cognitive and conceptual capabilities

Several authors (Bensimon et al. 1989; Streufert and Nogami 1989; Hunt
1992) point to 'cognitive complexity' as an important top-level leadership
capability which enables individuals to create sophisticated mental maps of
strategic interrelationships over time. This kind of intellectual complexity is
needed to cope with the complexity of large, modern organizations within
a dynamic environment. It has been variously defined as: the ability to
differentiate and integrate large numbers and ranges of stimuli in the short
run and across long periods of time; the flexibility to understand situations
through the use of different and competing scenarios; the ability to com-
bine rational and intuitive knowledge and skills; the ability to conceptualize
complex and ambiguous relationships. High level analytical skills is often
used as a short-hand descriptor for cognitive complexity.

More generalized classifications refer to the conceptual skills required at
senior levels. Beyond analytical ability these include: logical thinking; pro-
ficiency in concept formation; creativity in problem-solving and idea gen-
eration; ability to analyse events and perceive trends, to anticipate problems
and opportunities; deductive and inductive reasoning; the ability to process
information, to plan and take decisions, particularly under conditions of
ambiguity (Hunt 1992).

Other cognitive capabilities are related to personality variables such as
those identified in the Myers and McCaulley and Sternberg Intellectual
Style instruments (1985; 1990 respectively) and to certain predispositions
(Hunt 1992). These cognitive predispositions are in effect inclinations to-
wards leadership, evident in an individual's sense of competence, self-worth
and self-belief (their self-efficacy) as well as their need for socially-oriented
power. In combination with particular value preferences and ideologies
(about organizations, people and their interactions), these cognitive dimen-
sions help shape such critical leadership tasks as goal and strategy setting
and organizational design.

Ensuring that new incumbents to senior management positions possess these
intellectual capabilities is the task of search committees and appointment
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panels, but assisting individuals to develop their intellectual capacities fur-
ther can be achieved through structured development opportunities.

Social capabilities

Within this category fall the familiar human relations and interpersonal
capacities that are required of managers at all levels, but which are of
particular importance for the teamwork required at the top of institutions.
These social capabilities include knowledge about human behaviour and
interpersonal processes; ability to understand the feelings, attitudes and
motives of others from what they say and do (social sensitivity and empa-
thy); the ability to communicate clearly and effectively (speech and written
fluency, persuasiveness, the ability to give and receive feedback); the ability
to establish co-operative and effective relationships (tact and diplomacy);
the ability to mediate between conflicting individuals and to handle distur-
bances (conflict resolution). Political skills, such as the ability to under-
stand and develop power relationships or to build coalitions might also be
included (Pavett and Lau 1983; Kotter 1990a), alongside the capacity to
deal with the ethical dimensions of strategic management (Cadbury 1992;
Badaracco and Ellsworth 1989).

Interpersonal capabilities are paralleled by intra-personal capacities, for
example the ability to understand one's own strengths and weaknesses,
the capacity to be introspective about one's impact on others, the ability to
organize oneself and manage time effectively, the ability to learn and apply
learning successfully. Physical and emotional resilience, the ability to man-
age stress, to cope with ambiguity, setbacks or failure, to take risks and to
embrace change and new opportunities all these are also important as-
pects of intra-personal capabilities (Middlehurst 1993).

It is important for individuals to be able to assess their inter- and intra-
personal capabilities in advance of applying for senior posts. It is also nec-
essary for appointing panels to gain insights into candidates' strengths and
weaknesses in these areas. Outside higher education, the use of assessment
centres is common both to assist in identifying potential and to evaluate
present capabilities. Aspects of these centres could usefully be built into
developmental provision in higher education.

Technical and professional capabilities

Interpretations of technical capabilities differ between the generic and the
specific, the latter usually relating to management capabilities. Hunt (1992)
offers a generic interpretation; knowledge about the methods, processes, pro-
cedures and techniques for conducting a specialized activity, and the ability
to use tools and to operate equipment related to that activity. If one asso-
ciates this interpretation with management, then the capabilities identified
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by Kotter (1990a) above are usually inferred: that is, planning and decision-
making; organizing and staffing; budgeting and operational control. Where
management is undertaken in organizational settings, then the capacity to
understand organizational structure, systems and culture will be needed. In
organizations of professionals (such as universities) competence as a profes-
sional and understanding and appreciation of professional activities, values
and culture are also likely to be prerequisites for senior institutional positions.

Individuals entering senior management positions will have had a variety
of professional and technical experience which is valuable for their new
post. However, for many individuals, the entry to senior posts involves a
transition from operational to strategic management levels. Assessing the
technical capabilities required and matching individual competence against
these requirements is a necessary part of this transition. New skills and
knowledge can be developed in tandem with this initial process of evalua-
tion, and should continue as experience is gained.

Developmental purposes

Why should individuals and their organizations invest time and resources
on management learning? At a basic level, the answer must be to ensure
competence since higher education institutions are large-scale consumers
of public money, they own valuable property and equipment, they are
complex businesses serving a variety of important local, national and indi-
vidual interests. Neither the nation nor the individual institution can afford
incompetence.

Competence is usually interpreted in terms of the individual's level of
technical or professional skill. In the case of senior managers, this may, for
example, involve competence in financial, personnel, estate management
or academic administration and services. However, a wider level of general
management and organizational competence is also required since manag-
ers contribute significantly to the design and operation of the framework in
which the work of the whole institution is conducted. Poor management at
the top (or at other levels) directly affects the capacity and the motivation of
individuals and groups to teach, research and learn to their fullest potential.

Besides competence, there are other purposes which may be served and
benefits which may accrue through investing in management learning.
Depending on the timing and nature of opportunities, some of the follow-
ing benefits are available to institutions: matching individual needs and
strengths to the institutional agenda (for example, matching people to jobs,
maximizing strengths or reducing turnover); fostering shared goals and
common understanding (for example, building teams, developing linkages
across the institution or improving communications); promoting institu-
tional renewal and achieving change (by identifying new leaders, by intro-
ducing new ideas and by supporting different styles and perspectives) (Green
and McDade 1991). If a wider view of management learning is taken, then
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benefits will include contributions to policy development, to institutional
evaluation and critical reflection on performance and practice.

At an individual level, other purposes are served. Developmental events
provide an opportunity to acquire new knowledge and skills, to make con-
tacts and build networks, to increase self-confidence, to reflect and gain
alternative perspectives, to be stimulated and challenged. The information
and knowledge acquired through formal events can be applied in the
workplace, the major learning environment for most managers. However,
through focusing attention on the learning potential of the work environ-
ment, other important lessons can be learned: how to set and implement
agendas, how to handle relationships, insight into basic values and one's
own 'leadership temperament' (Green and McDade 1991). In most higher
education institutions which do not have a tradition of managing manage-
rial careers or of making the job a learning experience, the onus for seek-
ing developmental opportunities falls largely to the individual.

Outside higher education, investment in training and development is
better established and for the most part, well-accepted (indeed, universities
are involved in serving this market). The rationale for such investment
includes many of the benefits outlined above, with the addition of some
significant environmental factors. In an era of global competition and rapid
change, where cost efficiency, quality and value are directly associated by
most commercial organizations with increased profitability and market-share,
continuous investment in developing the full potential of a company's human
resource is seen as essential. These assumptions and principles are both
espoused and put to the test in initiatives such as the Malcolm Baldridge
Quality Award in the US or the European Quality Award which operates in
Western Europe. As we have noted above, the current operating environ-
ment of universities is not dissimilar to that which faces businesses. This fact
suggests at least one reason for an equivalent investment in staff and man-
agement development.

A further argument concerns the internal world of the university. We
have already seen that this world is changing under the joint pressures of
knowledge expansion, new technology and the imperatives of curriculum
development and delivery. Yet at its heart, the raison d'etre of universities
remains the same, they are institutions which provide (others with) learn-
ing. How much more dynamic and effective might they be as organizations
if they were to capitalize on this mission for their own advantage? Develop-
ing a climate and a structure for maximizing institutional learning is likely
not only to benefit those within the university through enhanced compe-
tence, confidence and creativity, but also to improve the depth and range
of professional services offered by universities to their clients.

These arguments are relevant to staff development in general, but have
particular significance for senior staff for a number of reasons. First, the
conceptions of the organization held by senior staff, the ways in which they
design structures and create and implement policies will have considerable
impact on the functioning of the university. Encouraging a broader vision
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of the strategic management task which encompasses competent manage-
ment of the institution in its present form with an ability to assist the
institution's continuing development is likely to be of benefit to the organ-
ization as a whole. Second, as leaders, senior staff must create a climate in
which the development of individuals and the development of processes
and products/services is taken seriously and where opportunities for learn-
ing are maximized. An aspect of creating such a climate is 'modelling the
way' (Kouzes and Posner 1987) or setting an example to others of what can
be achieved through management learning. A further and more subtle
aspect of developing a learning climate involves encouraging initiative,
enterprise and the flow of new ideas within the university, as well as build-
ing trust and tolerating failure, where an evaluation of failure leads to
learning and to ultimate success.

Models and approaches

Two useful frameworks for thinking about management development or
for designing approaches to development are provided by Mumford et al.
(1987) and by Burgoyne (1988). Mumford and his colleagues provide a
model of three types of learning process which were identified in their
study, Developing Directors. Type 1 is labelled Informal Managerial and refers
to the accidental learning processes that occur naturally within managerial
activities. Type 2, Integrated Managerial, are the opportunistic processes
where natural managerial activities are structured in such a way as to make
use of the available learning opportunities. Type 3 includes the planned
processes which are part of Formal Management Development, namely
those planned activities which take place away from normal managerial
activities.

In higher education, perhaps even more than elsewhere, most attention
is given to formal management development through the provision of semi-
nars, workshops, courses and other types of learning programme. Many of
these events take place away from the institution itself and may be divorced
in other ways from the main activities of senior managers. However, there
has been increasing recognition of the part played by informal, largely
unplanned experiences in the development of individuals (Middlehurst
1989; McCall et al. 1988). Work is being done to increase the potential
benefits of Integrated Managerial learning, for example, in the use of action-
learning in higher education, but there is scope for greater capitalization
of this area of learning.

The second framework describes how management development can
eventually be assimilated with organizational development. In this way,
business priorities can be integrated with the developmental needs and
interests of individuals. Burgoyne suggests that organizations pass through
different stages of maturity in terms of management development, depending
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on a range of factors such as size, market position, culture and traditions.
In the case of higher education, we might also include responsiveness to
external pressures as an additional factor.

At the first level of maturity, Burgoyne records that management devel-
opment is left to natural processes. For example, in a small or start-up
operation, such as a new research institute or educational development
centre, management learning can be achieved intuitively and naturally by
having to acquire new knowledge and capabilities rapidly in order to be
able to work effectively. At the second level, action is still taken in a largely
unstructured way to meet ad hoc, usually individual needs, such as a require-
ment to update skills or knowledge. The third level is more focused, as
action is taken to establish the kind of developmental approaches which
best meet business needs.

Subsequent levels are still more structured and sophisticated. At level
four, management development helps to implement corporate policy; at
level five it feeds into policy making and finally, at level six, management
development (in the sense of management learning) is the focal point in
policy creation. At this point, integration between the learning of individu-
als and the development of the organization is achieved. Level six, which
has not yet been attained by many organizations, Burgoyne reports, comes
close to the ideal of the learning organization (Garratt 1987; Ped ler et al.
1991) and to the principles of continuous improvement contained in the
philosophy of Total Quality Management. Here, the ideal is for the actions
of every individual in the organization to form part of a learning, improving
and change process (Wille 1990).

Higher education institutions are likely to be at varying stages on
Burgoyne's developmental ladder, with few institutions having moved be-
yond level three or four. While management development features in insti-
tutions' staff development provision, it is often geared more to individual
needs than to the implementation of institutional strategy. The identifica-
tion of management roles and responsibilities across staff groups is also
largely unsystematic, so that management development tends to be associ-
ated with relatively narrow groups of staff or functional areas, for example,
middle management (typically academic heads or administrators) or pro-
gramme leaders rather than being spread widely, vertically and horizontally
within the institution.

The notion of training and development is also either narrowly or nega-
tively conceived. Too often, it is seen as a means of rectifying deficiencies,
as unnecessary for already competent professionals, or as an add-on for the
individual, specifically at levels below the top, with only indirect benefit to
the organization (Middlehurst et al. 1992; Middlehurst, 1993). The connec-
tion between individual development and improved performance is now
being made more frequently, prompted by such pressures as appraisal and
performance review, but the link between institutional change and indi-
vidual development achieved through the process of structured manage-
ment learning has so far not been widely appreciated.
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Current provision

In a recent overview paper (USDU 1993), the national Universities' Staff
Development Unit listed the following features in the approaches to leader-
ship and management development in UK higher education:

provision is largely staff-category focused (mainly on academic and admin-
istrative staff, rather than being functionally based);
provision is largely off-the-job (short, ad hoc courses);
there is little appreciation within universities of the need to foster mana-
gerial and leadership competencies throughout a career and from its
early stages;
there is only limited evidence of provision being conceived in terms other
than courses; shadowing, mentoring, job-rotation and other approaches
are not happening either systematically or widely across the higher edu-
cation system.

The kind of programmes that currently exist were also listed. For senior
staff these included:

national short courses and seminars (for example, an annual two-day
seminar for vice chancellors and similar events for deputy principals and
for senior administrators);
locally organized in-house programmes on management themes;
European programmes and conferences, usually of limited duration (up
to one week).

The picture that is given here is likely to be a partial one since it does
not capture the variety of development opportunities that exist within pro-
fessional activities, for example, by running workshops or making presenta-
tions at professional conferences. There are also other current activities
which, although not classed as developmental, have considerable learning
potential, both for individuals and for institutions. These include: being an
external examiner in several institutions; acting as editor for a learned
journal; participating in external committees; or acting as governor or di-
rector for outside organizations; being seconded to the Funding Council as
an assessor or acting as an auditor for the Higher Education Quality Coun-
cil. In addition, the process of preparing for external review at departmental
or institutional level is a potentially invaluable management learning oppor-
tunity. While these activities are not those with which strategic managers
will continue to be directly concerned, they none the less contribute to the
understanding of higher education processes and as such are a necessary
part of institutional managers' background knowledge and understanding.

Developmental activities for top managers in UK universities, organized
within the sector, are sparse and tend to be focused either on the transition
to strategic management roles or on briefing events on topical issues. Outside
organizations such as business schools or management consultancies offer
a more varied diet and can tailor their activities, for example, to the needs
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of senior management teams or to specific institutional requirements. In
other sectors and in overseas higher education, the picture is much more
varied.

In the United States, for example, the American Council on Education
has for twenty-five years been running a year-long programme for those
interested in preparing themselves for institutional leadership. The pro-
gramme is organized around an internship or attachment to senior man-
agement in an unfamiliar institution. One senior member of staff acts as
mentor and guide and the ACE Fellow undertakes a management project
on behalf of the host institution. In addition, Fellows attend three week-
long seminars on aspects of management, leadership and higher education
policy and read and travel widely to other campuses and to higher educa-
tion conferences. The programme aims to instil commitment to the values
of higher education, to develop an understanding of policy issues and to
extend good management practice.

An example from Sweden offers a different approach. The aim of the
Swedish senior management programme (organized at national level in the
late 1980s) was to strengthen university leadership and to model 'presiden-
tial success' based on examples of an effective American presidency. A visit
to a successful American university was planned for four university presi-
dents half the total Swedish population of presidents and their regis-
trars. In advance of the visit, detailed briefings were given on the US higher
education system, the university to be visited; in addition, a study of current
leadership at each of the participating Swedish universities was commis-
sioned from outside consultants.

The visit to the American university included presentations by the presi-
dent and his/her deputies, discussions with a variety of administrators within
the university and with prominent national figures in higher education.
Visits and discussions were also held with competitor institutions in the
same locality. Topics discussed included strategic planning, fund-raising,
internal communication and information processes, promoting quality in
teaching and research, and methods of performance review. The visit was
regarded as successful enough to warrant the organization of a similar trip
for deans of the selected Swedish universities six months later. The impact
of the US visit on university life in the universities concerned was consid-
erable, according to the organizers of the event. Notable effects were a new
interest in the quality of undergraduate teaching by the Swedish vice chan-
cellors; the establishment of new Teaching Centres in the universities (di-
rected by recognized 'star teachers'); the development of internal review
systems for teaching; and the establishment of faculty development pro-
grammes. Current quality assessment arrangements at national level in
Sweden can build on the foundations established through these early devel-
opmental initiatives.

The Swedish example of a round-table seminar has much in common
with the week-long live case-study approach adopted by the Conference of
European Rectors in their programme for new or prospective university
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heads. In this latter case, the university which hosts the seminar also invites
participants on the programme to act as consultants on a management
issue or project that the university wishes to tackle. Both participants in this
exchange learn from the process; the 'students' gain insights into the real-
ities of strategic management and the university acquires a range of disin-
terested expert perspectives on the issue concerned. The way in which the
whole study is structured both ensures that learning takes place and is a
learning opportunity in itself.

The pattern of using live problems from the work environment in a
structured way so as to create developmental opportunities is one which is
also favoured outside higher education. The Civil Service's four-week Top
Management Programme, for example, includes a live case-study in either
a public or private sector organization in which participants engage in
internal research, problem-solving, and evaluation for the organization
concerned. The case-study complements other elements in the programme
which include theoretical sessions, for example, on strategy, marketing,
economics, finance, managing people; national and international trends
analysis (of economic, social, political and technological trends); presenta-
tions from senior practitioners; and approaches to self-assessment.

The Health Service's Top Management Programme, mounted by the
King's Fund College, takes the notion of integrated managerial learning
(Mumford et al. 1987) further still by alternating periods of study and re-
flection with time at work, supported by action learning sets formed from
participants on the programme. The particular benefits of the Health Ser-
vice programme are its length (it extends over a year, like the ACE Fellows
programme discussed above); that it is participant-led and thus responsive
to individual and institutional needs; that experience, analysis, experiment
and reflection are combined and personal and intellectual challenge are
linked with opportunities to extend knowledge, skills, attitudes and responses
to strategic management.

In looking both at the provision available inside and outside higher
education and the conceptual models which underpin existing or ideal
provision, a number of important elements can be identified. These are
likely to form valuable components in any approach to top management
development. They include:

a concentration on integrated managerial learning (through live case-
studies, structured secondments, internal projects, and action or self-man-
aged learning);
bespoke programmes (where design and content are based on clear dia-
gnosis of institutional and/or individual requirements);
challenge and variety (where different perspectives, approaches, organ-
izations, sectors, problems and types of participant are brought together);
a key focus (such as strategic management, managing change or evaluat-
ing and promoting quality);
opportunity for self and peer analysis as well as analysis of issues;
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a combination of reflection and review with presentation of new ideas
and models, problem-solving, experimentation and structured evaluation
of experience;
an emphasis on high-level macro issues (economic, social, environmen-
tal, political trends) with input from experts in these areas;
assistance in developing process models and tools (for example, for diag-
nosing organizational culture, for institutional self-assessment, for indi-
vidual self-assessment and diagnosis of learning approaches, for managing
change).

Stages of development

As was noted at the start of this chapter, management training and devel-
opment are usually built on a foundation of management education. In
universities such education will often have been haphazard and ad hoc since
the management of managerial careers has not, in general, been under-
taken systematically and formally. Management education will have been
acquired informally through progressing to ever greater responsibilities and
by extending the scope of one's role as an academic, an administrator or
a professional. However, only in some areas (for example, among admin-
istrators and some professional groups) has management education been
formalized and codified into different levels of knowledge, skill and capa-
bilities, and even here, there is considerable adaptation in progress in re-
sponse to wider structural changes facing higher education.

Given this relative absence of formal management education and the
variety of backgrounds from which senior staff will have emerged to fill
strategic roles, a starting point for any developmental opportunity will need
to be testing and diagnosis of needs, interests, previous experience and
knowledge. Even where generic programmes are offered, for example, to a
group of new vice-chancellors, individual benefit will be maximized where
self and comparative evaluation has been undertaken in advance. A stage
of testing and diagnosis of this kind should ideally underpin any major
transitions (including an assessment of whether such a transition is appro-
priate for an individual), and should particularly underpin the important
transition from operational to strategic levels of management.

A second stage is that of preparation for undertaking a strategic role.
Preparation can be divided into long-term preparation (which would come
under the heading of management education and has been discussed above)
and direct preparation. The latter form will be linked with appointment to
a strategic position and many of the examples of existing provision given
earlier fall into this category. Preparation for senior roles can take a variety
of forms: from formal programmes to work shadowing, mentoring, working
in an acting or deputizing capacity, or informal reading, discussion, obser-
vation and reflection. Many individuals will spend a considerable amount of
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time consulting with others in similar positions in other universities or in
outside organizations. Internally, time may be spent on visiting different
parts of the institution in order to become familiar with its operations.
Time is also likely to be spent on team-building and getting to know the
other individuals and sections that are involved with particular activities or
functions at strategic and operational levels. Often, setting in motion a
series of internal reviews provides helpful information which not only aids
the development of strategic initiatives but also helps the individual to
assess what the present state of the institution or unit is and what value can
be added by their own perspectives, skills or experience (or indeed where
there may be gaps in their portfolio of expertise).

A third stage relates to continuing development and here the pattern
becomes more complex. Continuing development can be related to the
needs of the individual, to those of the group or team and to those of the
institution. The third group of institutional or business-driven needs can
also be described as collective needs, although they may include different
levels or groups in the institution with a different focus at each level. For
example, a strategic need to improve university admissions will require
developmental activities at several levels of the institution, from admissions'
officers to registry staff, programme leaders, heads of department and those
responsible for the framing of admissions policies. The need to develop
institutional performance indicators may require developmental activities at
senior level in parallel with activities in departments/units which may then
come together in a management conference for both strategic and opera-
tional groups.

Within the category of continuing development, a range of potential
needs can be identified which is based on our earlier analysis of the context
of higher education and the particular responsibilities of those at senior
levels of management. These needs (which may be in the form of a need
for knowledge, insight, comparative perspectives, skills or attitude change)
can in turn apply to any of the three target groups identified above: the
individual, the team or the collective.

1. Contextual needs
The first set of needs are contextual and will relate either to specific
issues which affect the higher education sector as a whole or those which
relate to particular institutions, for example: quality assurance arrange-
ments in higher education; the impact of modularization or franchising
arrangements at the University of Wessex. The motives for these kinds
of developmental activities are many and varied, from introducing new
policies to verifying that what the institution (or individual) is doing is
in line with, or an improvement upon, approaches elsewhere.

2. New approaches
A second set of needs relates to new approaches, for example, innova-
tions within or outside the university, the need to acquire new skills, or
the need to gain new perspectives or insights from other sectors.
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3. Process-related needs
A third set of needs may loosely be described as process-related, that is,
developmental activities which are designed to identify underlying sys-
tems and structures (for example, organizational culture workshops),
that are desigried to promote effective working relationships both within
and outside the institution (for example, team-building events or exter-
nal liaison), that seek to promote, gain acceptance for, to initiate or
evaluate new developments (for example, strategic planning seminars or
conferences) and those which are designed to give opportunities for
evaluation, feedback and learning of various kinds (for example, action-
learning sets, appraisal, consultancy advice).

4. Renewal
A fourth set of needs is of a different order to the other three areas. This
set is not commonly expressed in relation to management in British
universities (although it is recognized for academics in the form of sab-
baticals), but is both recognized and formally catered for within the US
higher education context. The need is for renewal which covers a variety
of separate requirements including the need to remain intellectually
stimulated and challenged, to maintain a breadth of vision and perspec-
tive, to achieve personal and professional refreshment (to stave off physi-
cal and psychological stress), to sustain outside contacts or to overcome
isolation and institutional introversion. The nature of activities under-
taken under this heading will vary from formal conference attendance to
scholarship, reading, reflection, writing, study trips, public service and
other personal development programmes and activities.

The timing of any one of these stages and the activities within them will vary
from individual to individual and from group to group since the logical
progression mentioned earlier (i.e., from education through training to
development) is not always appropriate. The important point is that a variety
of opportunities should be available in response to the needs of individuals,
teams and institutions.

Towards a holistic view of management
learning

Burgoyne's conception of management development mentioned at the start
of this chapter, and particularly his two facets of managerial careers, the
structural and the developmental, suggest that management learning needs
to involve both institutional and individual effort. At the institutional level,
care needs to be taken to ensure that the pattern of managerial tasks and
roles undertaken by individuals offers sufficient scope for the development
of relevant skills, knowledge and attitudes. Attention also needs to be given
by institutions to the kinds of developmental support that they can and
should make available to individuals.
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At the individual level, managers or professionals seeking managerial
responsibilities, need to identify the capabilities that they will require for
senior positions. They will also need to assess themselves against these
characteristics and be able to identify the kinds of projects and work-tasks
that will assist their development. At both levels, the ability to capitalize on
formal and informal development opportunities requires a positive and
focused approach to learning, a clear understanding of the learning pro-
cess and of individual learning styles, and a means of structuring the oppor-
tunities so that learning can be achieved. An institutional responsibility is
to design systems of appraisal, performance review, shadowing, mentoring
or career development which allow for the realization of management learn-
ing potential. For individuals, the task is to extend self-assessment exercises
to include regular reflection and feed-back on practice in combination with
a continuing search for new perspectives and analytical frameworks to extend
management thinking and approaches.

Beyond these relatively straightforward individual and institutional re-
sponsibilities for management learning lie two further dimensions. These
relate to the team and collective areas mentioned in the previous section.
The first of these, the team dimension, is required since most activities at
strategic level take place in the context of a team of functional specialists
who bring different perspectives and skills to the management task. There
is a need both for consensus to be built among the group and, at times, for
conflict to surface. For teams to function effectively, individuals need to
appreciate and respect each other's expertise, to understand individual
strengths and weaknesses as well as group dynamics, and to trust individual
and collective responses in joint problem-solving exercises. While these
outcomes can be achieved informally and naturally in the course of day-to-
day working relationships, particularly if guided by skilful leadership, it is
by no means certain that they will be. In the same way that individual
development can be made more effective through careful structuring of
learning opportunities, so too can team development.

A second dimension can loosely be described as collective in that it in-
volves structural and cultural features which affect the whole institution. It
is important that opportunities are provided and frameworks are developed
to enable individuals and groups within the institution to understand the
operations of the university, to contribute to the shaping or evaluation of
policy and to gain insight into the values and culture of the institution. The
building of a collective spirit (if not a collective view) is needed if the
institution is to develop a clear identity, internal ownership of initiatives
and a continuing commitment to the institution's survival and development.
The present context of higher education and particularly the pressures of
quality, the market, scarce resources and inter-organizational competition
point to the need for such a collective spirit and for an emphasis on collective
learning to promote and underpin it. The task of building this kind of
culture through the development of structures and systems, the development
of appropriate management styles and principles and the cultivation of

1 r)4.



Tap Training: Development for Institutional Managers 117

particular values, notably those which involve critical reflection, analysis
and open communication, falls to leaders at all levels of the institution, but
particularly to those at the top. And so we come full circle again to the need
and importance of 'top training'. It is not just that those at the top need
to be individually competent, experienced and creative. They also need to
have the vision and drive to set in place a framework in which all staff (as
well as students) are able to develop their own potential individually, in
teams and collectively for the benefit of the whole learning community.
The personal example of senior managers is an important component in
ensuring the success of this institutional framework. For the future, the
strength of a university may be judged by its commitment and achievement
as a true learning organization, that is, an institution that strives continu-
ously to understand and develop itself, its members, its clients and its en-
vironment in the direction of optimum benefit for all parties. This is a
torch which must be lit at the top.
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8
The Training of Academic
Heads of Departments

John L. Davies

The topic of training academic heads of departments in higher education
institutions is a relatively new phenomenon. Frequent attention has been
given to the training of university administrators (Pad ley and Porter 1982),
sixteen annual seminars for newly appointed rectors and vice-chancellors
have now been conducted by me for the European Rectors' Conference in
conjunction with the Organization for Economic Cooperation and Devel-
opment (OECD). Given the turmoil in which institutions now find them-
selves, the management of the basic academic unit is now a pressing issue.

Drawing on the papers presented at the OECD Special Topic Workshop
on this subject in May 1988, discussions arising therefrom, and my own
experience as a consultant and researcher on university management ques-
tions in the UK, Western Europe, Australia and Latin America, the chapter
examines, in comparative terms, why the training of academic heads is now
a crucial issue; what the implications are of current management problems
on training heads; the nature and variety of provision available for heads'
training; and some general conclusions on future avenues of development.

Why is the training of academic heads of
departments now a significant question?
It has become fairly clear, in the recent experience of most university sys-
tems in the western world, that heads of academic departments are being
confronted with a range of challenges and threats which are certainly chang-
ing expectations of what the head's role should be and, in some cases,
destabilizing the existing order quite fundamentally. If there is such a thing
as a conventional view of the role of the head, it is probably best encapsu-
lated in the recent thoughts of Clark (1987a and 1987b) where the primacy
of the individual scholar and small clusters is affirmed, together with a very
strong belief in decentralization and light managerial steerage, on the
grounds of effectiveness, freedom, motivation, as well as more productivity
in the academic sense. This implies a departmental management role
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focused on academic leadership and the defence of the basic unit. How-
ever, considerable are the pressures which are undermining this position.
Let us examine them.

The now familiar phenomenon of financial reduction in higher educa-
tion has created all manner of problems. Departments are being required
to justify the cost effectiveness of their operations, both in terms of effi-
ciency measures per se, and in value for money spent (Sizer 1987). Learning
the vocabulary of performance indicators and the tactics of coping with
their operational realities, thus becomes of considerable importance to the
head (Davies 1980). Furthermore, the trend to contract funding in the
resource allocation mechanisms of some governments gives rise to different
ground rules in making cases to government, and also in subsequent
accountability. Finally, the reduction in funding for some departments has
stimulated a search for diversified income sources, to reduce dependence
on government and its agencies.

Universities have always been competitive to a certain extent for good
quality students, high class academics, and for funding. However, it was very
apparent in the 1980s for students, research and contracts and, even more
in the 1990s, that this trend will be exacerbated, given financial reduction,
the effects of demographic downturn, etc. (Davies 1987). As whole institu-
tions strive to enhance and proclaim the excellence of their reputation, to
redefine their mission, and to analyse their distinctive competence and
competitive advantage, this, in turn, has major repercussions for heads,
in terms of marketing and public relations, chasing contracts, freeing col-
leagues for entrepreneurial endeavours, developing a coherent data base
on the state and plans of competitor departments inside and outside the
university, and redefining their own departmental mission.

All of these factors, of course, have changed the nature of accountability
of departments, giving rise to a whole battery of performance indicators
concerned with input, process, output and impact, and to a whole industry
of departmental rankings (overt and covert; official and unofficial; govern-
ment, market, professional and institutional). At a different level, staff
appraisal is now becoming much more evident. Heads thus have not only
to develop an accountability attitude, but also to acquire the political, tech-
nical and professional skills to cope with the pressures generated.

Again, on a market front, we see signs of shifts in consumer behaviour,
expectations and preferences, whether by the student shopping for a place
in higher education (and the drift to a buyer's market), or research foun-
dations and companies seeking to commission research expertise. We are
becoming increasingly aware of the likely problems and opportunities
offered by the growing demand for part-time higher education, and all that
continuing education implies in terms of access, credit transfer and accu-
mulation, and inter-institutional collaboration in achieving this. For depart-
ments mainly used to full-time undergraduates and research students, the
ramifications are enormous in terms of staff competencies and work
patterns as well as methods of teaching and assessment.
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Such is the speed of the creation of new knowledge, the shifts in the
structure of knowledge, and the relationships between disciplines that static
departments and disciplines are in some peril. Academic leadership of a
high order is thus still a prerequisite of departmental management, but to
this needs to be added the capacity to create new subject linkages organ-
izationally (often across departments), to find resources to sustain new
developments, and to phase out unproductive lines of activity. Of course,
given this volatility, departments may be located on a spectrum of growth
and development from excellent to negative. This, of itself, produces quite
different sorts of stress for heads in different positions on the spectrum.
The management of opportunity and also the management of insecurity
thus become two inescapable roles for heads.

Finally, as if all this were not enough, institutions themselves are refining
their own policy, planning and resource allocation policies and organiza-
tional structures to meet the above issues over the next 5-10 years. Among
the common elements in such reformulations of institutional management,
we see the creation of a formal top management team (rectorate, directo-
rate, management group); distributive planning processes; strategic plan-
ning; reorganization into bigger concentrations of staff and resources in a
quest for economies of scale; incentives for entrepreneurial activity; de-
volved budget responsibility to accountability/cost/budget/profit centres;
and departmental reviews. It is clear that many rectors wish to define heads
of departments as middle managers rather than as spokespersons for a
particular academic grouping or as academic leaders per se. This clash be-
tween the cultures of managerialism and professionalism expresses itself
over issues such as the terms of office, selection processes and, succession
planning of heads of departments. Any organizational changes inevitably
provoke a redistribution of power, and outbreaks of internal competition
and institutional micropolitics evident in coalitions of interest, bargains,
etc. It would therefore appear that successful heads have not only to be
effective academically, but also adept in ensuring that institutional pro-
cesses deliver policies and procedures consistent with the health and sur-
vival of their departments.

Many will deplore these trends, and their consequences for the role of
departmental leadership, arguing that they detract from the primary task,
that of the development and dissemination of knowledge (Clark 1987a).
They may well be right, but the problem remains as to how heads may be
assisted to cope with these challenges, which seem to be with us for a while.

Implications for the roles of heads of
departments
It will be apparent from the foregoing section that a considerable range of
potential tasks, roles and training needs exist for heads of departments. It
should be emphasized at the outset that not all heads will have to perform
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the same tasks or undertake the same roles, because there is a substantial
variation in circumstances which we shall explore later.

Tucker (1984) gives a very comprehensive catalogue of the potential
tasks which heads may need to perform beyond conventional academic
leadership. These include, inter alia, departmental governance, departmen-
tal planning, instruction, staff affairs, student affairs, budget and resources,
external communication, office management, professional development,
and many more besides.

However, it is clear that, in the execution of these tasks, heads may
operate in quite different ways from each other, according to personal style
and predilection and particular circumstances. Tucker (1984), Middlehurst
(1988) and Hurley (1988) provide a series of complementary portfolios of
potential roles, which include communicator, mentor, researcher, entre-
preneur, catalyst, problem solver, politician-diplomat and a whole host more.
Each of these could constitute a major area of exploration in itself, both in
terms of what constitutes good practice and how competence in these roles
may be developed. Time and space does not afford us this luxury.

It follows from the above that, if roles and tasks differ from head-to-head,
institution-to-institution, and discipline-to-discipline, then there must be a
very wide range of training and developmental needs for heads. This is
further complicated by a number of factors. Not all heads with similar tasks
experience problems or difficulties. Some heads will not find problems
difficult owing to existing competence; previous experience, personal apti-
tude and inclination; the frequency of the task (which should engender
familiarity), support from the administration; adequate and programmed
procedures; and through the provision of adequate information. Not all
heads have similar authority or power to carry out their tasks. This will be
a complex function of their personality (including political will); their legit-
imacy as perceived by rectorate and departmental colleagues; their compe-
tence in knowledge and skills; their position power (sanctions and rewards);
their term of office (short terms tend to yield much less authority and
achievement time); and method of selection (elected heads are likely to be
weaker politically than appointed ones).

At first sight, therefore, the whole business of setting up developmental,
preparation or training programmes for heads seems a very daunting propo-
sition, especially since many heads are reluctant incumbents, do not view
the role as at all important in professional or career development, do not
perceive they have a need for systematic preparation or training (though
they may well perceive it in others!), or believe sincerely that any such
acquisition of skills can only be on the job itself. Arising from these some-
what gloomy observations, there may still be some general learning which
should inform the design of serious developmental strategies in this field.

We should recognize that there are at least three different levels of needs:

those which are essentially individual in nature in terms of particular
personal or role problems, and may require assistance in coping with
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specific stress, feedback on managerial style and method, and clarifica-
tion of role and authority, quite apart from technical or process compe-
tencies. Individuals have different settings in which to operate, different
levels of personal preparation and different expectations of the role.
those which are generic in nature, as perceived by heads as a group
based on discipline clusters or departmental types; membership of a par-
ticular institution (or just heads!). These may encompass technical and
process competencies, as well as general management development. The
former may embrace marketing, financial and personnel management,
departmental facilities management, etc., and the latter, self evaluation,
planning, coordination, systematic implementation, motivation of col-
leagues, and that more elusive aspect of leadership.
those which are generic in nature, but may be perceived by those in an
authoritative position over heads vice chancellors/rectors; national
boards, etc. These needs may very often derive from the desire to imple-
ment a national or institutional policy as efficiently as possible in a rela-
tively uniform manner across departments or institutions, for example,
performance indicators, budget systems, review of research capability,
stimulation of entrepreneurial activity, implementation of management
information systems, etc.

At the very least, developmental strategies and programme provision should
encompass all three (with subdivisions) as being eminently legitimate.

Given the different levels of training, it becomes vital to base activities on
a precise identification of needs, in order that provision may give as much
assistance as possible. How this identification and diagnosis takes place is an
interesting question, since one of the big issues is to achieve ownership and
commitment from heads so that they are motivated to participate in the
first instance and stick with it. To regard course design as a negotiated
activity rather than a given by sponsor and provider would at least seem to
be a helpful start.

There seems to be an overwhelming case for a very diversified portfolio
of training activities for heads, since needs are likely to be different and
cannot be met through the same vehicles. We shall discuss shortly the range
of possibilities available, in terms of level in the system, content, style and
duration.

Since the challenges outlined earlier are all about departmental survival
and development, training presumably is about the improvement of depart-
mental performance by the head. Here, an important point should be
emphasized: in the experience of workshop participants, most heads view
training as providing help with their current preoccupations rather than as
preparing them for more senior responsibilities such as a deanship or
rectorship. The expected orientation will be pragmatic short, sharp and
efficient, and it is likely there will be no particular desire to tie this in
with a Masters or doctoral qualification. Here, we have a contrast with
people at the same level in industry or government, for whom training (and
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associated qualifications) are linked with career development. This time
may come in universities, but not for a while yet.

Training can clearly assist with a number of factors which influence
personal performance at work. It can develop abilities and competencies in
areas mentioned by Tucker (1988), it can help to motivate and give encour-
agement as a consequence and it can help in the clarification of role author-
ity and tactics appropriate to this. However, it has distinct limitations in
improving performance if rewards and recognition are inadequate, if author-
ity to act is severely circumscribed or if top management views departmental
training as satisfying only institutional needs. In short, there is a close rela-
tionship between training and other organizational processes in improving
the quality of departmental management staff appraisal, interactive plan-
ning processes, administrative support, etc. This should be borne in mind
if only to provide a proper sense of modesty and humility as to the likely
achievements of training per se.

This being the case, it seems logical not to view heads' training in isola-
tion but, at the very least, to conduct part of the training together with
senior administrators who have a parallel stake in good quality departmen-
tal and university management. The Swedish programme analysed in the
OECD Workshop ( Jalling 1988) admirably demonstrates the efficacy of
this. Similarly, one should avoid reinventing the wheel for heads' training,
but adopt, where appropriate, good practice elsewhere as in, for example,
university administrative training, which has now been an established phe-
nomenon in most European university systems for 15 years or more.

The nature of management training provision
There is now clearly a very rich range of evidence on current practices in
Europe, North America and Australia, each designed with particular pur-
poses and clientele in mind, and having unique characteristics of its own.
However, it is possible to classify these into four broad categories which we
shall discuss in turn. Some of these were analysed at the OECD Workshop
referred to at the beginning of this chapter.

Programmes developed beyond the institution at
national/regional level

As might be expected, the origins of these programmes usually lie with a
national agency such as the National Board of Universities and Colleges in
Sweden or the Committee of Vice-Chancellors and Principals in the UK.
Such an organization would act as the sponsor and mentor of programmes,
would assume responsibility for provision, possibly subcontracting the
actual delivery and conduct to specialists in the field. The stimulus for such
programmes would certainly come from a realization of the significance
of the issues discussed in the earlier sections of this chapter, and that
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universities would not be able to cope with these issues without effective
leadership at departmental level. There may be a particular focus which the
sponsoring agency wishes to emphasize: in the Swedish case, recent moves
towards university strategic planning have dominated these programmes.
Elsewhere, a particular stimulus seems not to have dominated course design
to the same degree.

There seem to be a number of common characteristics of these pro-
grammes:

The mixed background of participants in terms of experience of head-
ship, type of institution, discipline, etc., presumes a considerable belief in
the value of cross-fertilization of different experiences and backgrounds,
though the original Swedish programme for heads encouraged groups
from the same university. Such cross-fertilization is certainly possible with
a course group of not more than 40 for around two weeks, or 15 for
around three to four days.
One aim initially would be to create a climate where training would
emerge as being helpful and worth pursuing further. In some cases, this
would result in the adoption of low threat approaches, congenially pur-
sued through the consideration of policy issues, general management
questions and leadership topics, usually through lecture formats or non-
threatening discussion groups. Materials and issues are thus generic, and
non-specific to a particular institution represented. 'High status courses
for high status people' ( Jalling 1988) is a good description of the earlier
stages of the Swedish programme.
Whereas the design of such programmes would be variable, there would
seem to be a broad framework for the exchange of experience on topics
such as leadership roles and strategies; personnel management skills;
budgeting and resources; general management and administrative topics
(time management); planning; higher education policy (McDonald 1988).
Such programmes tend to be stronger on information giving than on
attitude challenge or skill development, and thus are not really geared up
to action or problem-centred approaches to learning, demanding active
analysis of real personal issues and the generation of real solutions. Thus,
as a whole, they would be relatively weak on transfer of learning back to
the job or on changes in individual behaviour and practice.

There is no doubt that national programmes are important in terms of
raising the level of awareness of need, and politically demonstrating the
commitment of sponsors. However, it is interesting to note that the Swedish
programme's emphasis has now largely moved to the institutional level, and
the expansion in the UK at present tends to be much more at the regional
and institutional level rather than in national programme provision. None
the less, national programmes clearly serve a vital purpose, especially in the
start-up phase and probably for the very specialist modules which may be
difficult to mount locally. Finally, cross-fertilization of experience between
universities is neglected at the peril of the university community.
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Programmes developed at the institutional level

The orientation and purposes of these programmes are rather different
from the first category and, as may be expected, are much more geared to
the culture, contemporary issues and operating conventions of the institu-
tion concerned. They may develop for several reasons. Senior management
may wish, as a general proposition, to improve systematically the manage-
rial capability and clout at departmental level and sees training in attitude
change, certain skills and organizational knowledge as an instrument of
achieving this. In a time of changing patterns of management and ground
rules, heads, especially new ones, need speedy induction into a whole series
of managerial expectations or procedures. Training is thus perceived as an
instrument of both socialization and organization development. Heads them-
selves may well perceive a focused pragmatic training programme as a means
of self-help, mutual assistance, collective self-defence and peer support. In
this case, a formal curriculum is relatively unimportant compared with the
informal agendas.

There may well be tensions arising from the coexistence of these differ-
ent motives, which may express themselves in the design of the programme
and its content; nominations/selection of participants; and the question of
whether administrators or top management are central members of the
programme, bystanders, occasional visitors, or eminences grises manipulating
the process. Where these potential tensions are not resolved at an early
stage, programmes generally have a very short life cycle.

The focus for these programmes does tend to reflect their institutional
base. Thus, specific questions of institutional policy or change become overtly
the main focus of the curriculum staff appraisal; departments as budget
centres; using performance indicators; stimulating continuing education or
income generation. Even when the curriculum is laid out as a general
management development experience, as described in Tucker (1984) or
MacDonald (1988), the treatment and analysis of issues like role and au-
thority; managing committees; effective use of time will inevitably be con-
ditioned heavily by the current controversies, personalities, power groupings
and culture of the institution. The challenge in the latter case is to achieve
the development of general management skills without becoming a 'moan-
shop'. The challenge in the former is to use the expertise and experience
of the group to develop real approaches to real problems in a constructive
manner which is beneficial to participants and clearly helpful to top univer-
sity management and administration, while still developing capabilities en
passant (see Knudsen 1988).

The experience of internal programmes is varied, but some tentative
conclusions may be advanced. Courses viewed as one-off events are usually
viewed by heads as quite peripheral and are not valued accordingly. Train-
ing programmes conceived as a series of related activities at very regular
intervals (i.e., drip-feed), on the other hand, tend to have legitimacy, dem-
onstrate university commitment and tend to engender heads' commitment.
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Simulations and cases are often helpful ways of getting started at institu-
tional level, rather than some thorny real life aggravation containing con-
siderable political conflict (Gordon 1988; Jailing 1988). The Strathclyde
and Swedish programmes (at institutional level) have benefited consider-
ably from a relatively low threat starting point, which has made it easier
to move into more difficult real situations subsequently. The continuity
referred to earlier is greatly facilitated by a formal/senior internal officer,
who is able to act sensitively as an internal consultant without necessarily
being part of top management. The handling of conflict generated by the
discussion of real issues (either between departments, between top and
departmental management, or between academic and administrative lead-
ers) may well require an external consultant or facilitator, a point to which
we shall return.

Programmes based on types of department

It can be contended that different types of department have different organ-
izational, cultural and operating characteristics. Thus, the forms of train-
ing provided, it is argued, should be accordingly differentiated to be most
effective (Becher 1988). The dimensions of differentiation between depart-
ments are likely to be size; maturity of department; maturity of discipline/
subject generally; status of department nationally and within the university
composition of budget; extent of diversification of income; extent of com-
mercial activity; department buoyancy and growth potential; degree of
autonomy, etc.

As Becher observes, experience in these differentiated programmes for
university heads is limited, though, in the further education sectors, it is by
no means uncommon, at least in the UK. One suspects that occupational
hazards of such programmes based on disciplines would be a tendency to
drift into discussions of a subject specific nature, rather than to concentrate
on managerial issues, and a reluctance among participants to be open and
frank about problems, strategies, etc., with a group of likely competitors.
This would certainly inhibit the emergence of peer group support and
exchange of ideas.

Such programmes might certainly be considered as more appropriate
nationally, or through a regional consortium, rather than at institutional
level. They may also be more effective as second-order training, after the
initial preparation has occurred. Similar design issues could be expected as
with the other categories.

Programmes based on individual need and provision

One of the legitimate developments which could be advanced as a result of
concluding that there is a very wide range of individual needs (see earlier),
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is that individually designed and delivered programmes of study for heads
have a great deal to commend them vis-a-vis generic programmes. The
latter have limitations in the light of experience. They may insufficiently
address real issues experienced by the individual, and may operate too
much with cases, simulations and lectures. They are removed from the job,
thus creating a significant transfer of learning problem. They tend to have
a common structure, pace, timing and duration and do not necessarily
deliver knowledge when needed or convenient. Heads' desire for knowl-
edge of managerial techniques, etc., is mainly motivated by perceived need
or frustration rather than by a wish to have a tidy predetermined package
of study. Heads need individual counselling and guidance from a dispas-
sionate third party (or friendly superior) as much as they need know-
ledge or techniques, and many individuals learn better by self-instruction
methods.

We thus have a strong case for self-managed learning and counselling in
the training of heads. This review of existing heads' programmes suggests
that we do not have much systematic experience of this to date as a formally
recognized development activity. This is perhaps not surprising for a range
of reasons. The diagnosis of need has to be very specifically and sensitively
done. To date, appraisal or annual review of heads is in its infancy in a
formal sense, though certainly developing quickly in some places. (Gordon
1988; Hurley 1988). Appraisal, properly done, would ensure effective for-
mulation of needs, but begs the question of who actually does it. Gordon
and Hurley have useful pointers on this.

Programmes should involve the formulation of a learning contract to
which head, superior and counsellor are ready to subscribe and adhere,
and this presents a massive challenge to all concerned.

The accessing of individuals with needs to those with the resources to
help is difficult. At one level, we may be thinking of learning packages: at
another, access to a skilled consultant familiar with issues of departmental
and university management. Flexible and possibly frequent contact is needed
with the consultant/counsellor, as the timing of help may be difficult to
predict, and thus efficient monitoring and dialogue is necessary. At some
point, the support of a peer group may be most desirable and this is not
easy to engineer in a system of self-managed learning. The nature of the
triangular relationship between head, superior or institutional sponsor and
consultant/counsellor is critical to the success of the venture in terms of
shared expectations and responsibility, and the willingness to adapt pat-
terns of behaviour in the light of experience. The costs of one-to-one con-
tact, provision of support materials and packages, and consultancy help can
be high.

In short, the demands of individual and action development programmes
are considerable, and require a very particular type of organizational cul-
ture and top management to function properly. As a form of development,
this relies on organizational processes more than most. As new experience
of heads' training evolves, it may be that this will become a much more
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common and recognizably effective medium both of individual growth and
organizational change.

Issues in the start-up of programmes

It is one thing to conceptualize a need for training academic heads; it is
quite another to initiate a programme, since the forces of resistance, con-
servatism, or inertia will tend to be strong, and difficulties considerable.
Various countervailing factors need to be taken into account. Conventional
views on what constitutes the basis of good headship are usually associated
with research and publications expertise and track record, rather than
managerial prowess. There is a continuing suspicion of creeping mana-
gerialism and corporation in a collegial and scholastic environment, which
values individual autonomy. There is a lack of availability of time for train-
ing in a crowded diary and a shortage of supporting funds and resources
for all aspects of programme start-up.

What should be the elements of start-up strategies?

The role of government and higher education agencies is clearly critical in
promoting developments and giving them legitimacy in a number of do-
mains. Research is required into the generic needs for programme devel-
opment, both in terms of content and design. There needs to be brought
together the likely providers of programmes with the clients or a repre-
sentative sample thereof of institutions and individuals, to formulate
legitimate strategy and lines of programme development. A managing unit
could be set up to commission, oversee, monitor and programme develop-
ment. Start-up funding is needed for the development of materials and
learning resources (especially in the case of distance learning efforts); for
attendance of participants; and for the appointment or commissioning of
specialist providers of courses or consultancy expertise. A continuing source
of public relations and visible support for the programme needs to be pro-
vided whenever possible. Several of the on-going developments in Europe
and North America owe a great deal to such support.

However, institutional support in start up is as important, for open na-
tional, regional and local provision. Examining the evidence presented, this
would seem to consist of, among other things,

Programmes beyond the institution
Careful screening of relevance of programme; careful and persuasive
nomination of participants; assistance with any project work (if appropri-
ate); all financial burdens; structured debriefing and utilization of con-
clusions; review of effectiveness of initial programme.
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Internal institution-based programmes
Tying in programme with any appraisal or review processes; personal
counselling of individuals regarding expectations; designing the pro-
gramme jointly with heads; creating a non-threatening climate; taking
care of all financial burdens; guaranteeing remedial action on any issues
of organizational change emerging from the programme; personal de-
briefing; support and participation of rector and director of administra-
tion; joint review of programmes.

All these may seem obvious, but they do not automatically happen. One
interesting line of argument is that heads themselves may not feel inclined
to participate unless they can discern a willingness on the part of the insti-
tution to change also. This clearly reaffirms the relationship between staff
development and organization development.

The continuation and institutionalization of
programmes

It is interesting to note that there were some workshops for heads over a
decade ago, which seem to have had a very limited life. Maybe the environ-
mental imperatives were not so pressing and maybe they were a novelty
which did not last. However, it is more likely that critical elements in the
institutionalization and 'bedding-down' of activities were neglected and, in
this current wave of heads' programmes, it is important that these are taken
on board from the beginning.

A clear and explicit process of sponsorship and support from govern-
ment agency and institution is needed. In other sectors, this is pursued
through administrative regulation, contractual obligation on the individual
or at least through very strong moral pressure or expectation. Half-hearted
signals from above will certainly be interpreted for what they are. A clear
system of programme management is necessary, whether nationally or insti-
tutionally, indicating precisely the roles of sponsor, client and provider, in
a joint framework of governance and control, to secure the commitment of
all parties in a tripartite enterprise.

The position of expert provider (whether of process skills or technical
expertise) demands particular continuity, since providers, whether institu-
tional specialist centres or individuals need to invest time and money in the
development of expertise, learning resources, research and ultimately, the
continuing credibility of the programme. This cannot just be sustained by
individuals in the administration picking up this role as a fringe activity,
because the primary administrative task will always dominate. Providers need
assurance that it is worth their while to invest in this area, and continuity
of professional satisfaction and reward is part of this.

It is important to make careful use of the providers indicated above. In
the case of internal programmes, external providers can play roles which
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internals may not be able to. These include: specialist expertise in technical
areas like state of the art knowledge; specialist expertise in organizational
dynamics and process skills (especially useful if things get fraught because
of conflict generated by real issues); provision of learning materials; consul-
tancy skills as dispassionate observers, and finally, to act as important safe-
guards against institutional incest.

Parallel with external providers, we should emphasize the importance of
an internal person at a senior management level, who will have sufficient
authority and clout to make things happen over a period, with the backing
of the rector and administration and support of heads as a body (through
appropriate ongoing consultative mechanisms). They will (as the City Uni-
versity of Dublin and Strathclyde cases demonstrate admirably) very likely
have responsibility and an expertise in human resource management and/
or the development of academic practice, and will thus be able to link this
activity with related processes in the context of overall organization devel-
opment. This officer will clearly be very active in assessing need and the
relevance of programmes and providers to meet need; working with provid-
ers; counselling heads; designing programmes; and feeding issues needing
remedial action to top management.

Continuing arrangements for the financial support of programmes needs
establishing. If they are worth doing, they are worth doing properly. The
Swedish case provides a good example of ongoing financial commitment
over 20 years, with the current costs of a 20-day programme being US$3,000
per participant. Such funding would need to include continuing provision
of learning materials and their updating. Bennett (1983) and Tucker (1984)
are excellent examples, as is the range of simulations developed in Sweden.
It is an interesting question as to whether finance is given to clients to shop
around for courses or provision, to providers to conduct designated pro-
grammes, or a combination of the two. It is important at all costs to pre-
serve quality through designated programmes and yet recognize that clients
may have preferences, which may require alternative provision; a difficult
dilemma. Continuing quality evaluation and control implies reviews closely
linked with course and project development, with a proper regard to the
desirability of giving innovative programmes a chance to settle down. Cease-
less changing of the ground rules, as has occurred with schools and college
management training in the UK is not at all helpful.

The continuity of experience, of course, in the end depends on a percep-
tion of the quality and relevance of the programmes by clients and spon-
sors. We have already established that there is a case for a diversified
programme portfolio, embracing national/regional efforts, institution-based
activities and self-managed learning, recognizing the different types and
levels of need and different provider expertise. We perhaps ought to add
a programme sequence:

an initial programme based on general departmental management en-
compassing leadership, policy formation, decision-making, budgeting and
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planning, staff management, quality appraisal of programmes and re-
search, time management, managing change, etc.;
additional special topic modules/workshops in such areas as marketing
the department; staff appraisal; contract generation and content; con-
tinuing education, etc.;
second level training for particular types of department, for example,
technology, humanities, etc.

This sequencing provides a continuing source of enrichment for heads,
as and when necessary, and avoids the notion that training is a one-off
or standard experience. One might also add that the needs of experi-
enced heads, as distinct from new incumbents, could be met through this
mechanism.

We should also emphasise in relation to the above that programme de-
sign must give a priority to the structured transfer of learning to the par-
ticular job and department of the head concerned. Cases and simulations,
specially researched and developed are obviously essential elements in man-
agement development, but do not, of themselves, provide a learning pro-
cess which helps participants to analyse their own specific problems, and,
using group expertise and experience, to develop approaches for subse-
quent action and review. Thus, institutionalization of heads' training is
clearly a complex process, if continuity is to be achieved in the longer run.

Conclusions

Some significant areas of general agreement are apparent, which offer
helpful agendas for those engaged in promoting these developments. These
include:

the necessity of systematic training of heads in managerial areas to sup-
plement their existing expertise in academic fields;
the desirability of a differentiated programme for different purposes and
different levels to meet the wide range of roles and tasks inherent in the
job;
the dangers of viewing heads' development as just training courses. It
should be viewed as a developmental process for the institution and their
departments, as well as themselves; much of the work needs to be job
oriented, utilizing experience and problems, and emphasizing transfer of
learning;
effective development needs close and structured collaboration between
client groups, sponsors and providers;
a long-term commitment is necessary to make the initiatives work;
standardized blue-prints for strategies at institutional level are likely to be
unproductive: instead, they should reflect the particular culture, organ-
izational issues, micropolitics and interpersonal relationships and needs
of the specific institution.
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Within this broad framework, clearly much experimentation and differen-
tiation is possible.

The principal source of unease remains the concept of headship itself. A
strong body of legitimate opinion holds to the notion that academic exper-
tise and standing must still be the mainspring of effective departmental
leadership, and heads must not be allowed to turn into middle-level bur-
eaucrats in a top-down system. As such, the concepts of permanent career
heads, or ones in position for up to 8-10 years is potentially a threat to
collegialism as we have known and valued it. Headship, it is argued, should
not be viewed as a career, but as an assignment undertaken on behalf of
colleagues and the institution, as an interlude between sustained periods of
research and teaching. The other view would be that headship needs to be
much more professional and authoritative in order to undertake properly
and effectively the tasks implied in the earlier sections of this chapter, and
as such, it should be viewed, if not in permanent terms, at least as some-
thing like:

a sequence of roles: vice-head for a period in preparation of a head-
ship; the headship itself; and a period as past head to assist the new
incumbent;
appointment, not election though the process would certainly be based
on advice and consultation with colleagues;
longer term of office, for example, 3 years;
due salary recognition;
sabbatical periods to keep up to date with subject developments;
structured and obligatory training, appraisal and counselling.

Strategies for the management training of heads thus cannot be viewed
in isolation from concepts of headship generally, and this is really the area
in which the big choices have to be made. The more authoritative and
managerial the position, the more attention to structured training seems to
be required. One suspects, however, given the nature of universities, that an
ambiguous and haphazard evolution of the concept of headship will pro-
ceed in parallel with a steadily increasing sophistication of training arrange-
ments. In short, a small, but significant change has occurred.
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9
Provision for Allied Staff

John Doidge

With an increasing focus on teaching and learning and on research, it is
understandable that much staff development activity in higher education
should be in supporting these key areas. This has meant, of course, that
attention to academic staff development has been at the forefront of these
activities. When seen in totality however, organizations owe much of the
success of what they do to the allied staff, who work either directly or
indirectly alongside academic colleagues and students in the pursuit of
academic and business goals.

This chapter presents an overview of provision for allied staff regionally
and nationally in the UK, and explores some trends and implications. It is
important to note that much staff development does not take place in
formal courses or workshops organized in house or externally; but through
workplace activities. This chapter shows how, through the use of quality
circles, staff develop problem-solving skills, gain a real sense of having some
control over their working environment and are empowered to act to change
their working conditions.

Institutional strategies

Two reports in the UK from the Committee of Vice-Chancellors and Prin-
cipals (CVCP) committees under the chair of Brian Fender have been in-
fluential in developing strategies for allied staff development in universities.
While it remains to be seen what effect the 1993 report Promoting People will
have, the 1987 report on Investing in People expressed quite clearly the need
to develop a constructive environment in which staff of all kinds could be
motivated to maximize their contribution for the benefit of the institution
and themselves. Fender was concerned with non-teaching staff. The report
recommended that institutions should make a major new investment in
staff development and training, produce a statement of policy and intentions
leading to the production of a code of practice, and that each institution
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should appoint a staff development officer, backed by a network of support.
Promoting People (Fender 1993) concentrated on pay and promotion systems
and laid emphasis on developing people and teams, liberating their ener-
gies and promoting and harnessing their commitment. It emphasized that
it is the collaborative performance of teams and the development of the
individuals within them which makes the difference.

These were clearly revolutionary ideas for many universities, but for staff
in the new universities sector, (previously polytechnics that lay under local
authority management), it would not have come as a surprise. Indeed, the
report drew on the experience and practice of other large organizations in
the public sector and in private industry and commerce to establish their
framework of recommendations. The report quotes the experience of local
government in making extensive use of formal courses and qualifications
provided both internally and externally, but it also drew attention to the
resource implications for universities.

The Investing in People report (Fender 1987) was important in that it
marked something of a watershed in the establishment of staff development
units within universities and it recommended the formation of a national
staff development unit as an agency of the CVCP. This unit, since its estab-
lishment in 1989, has been one of the key influences on institutional strat-
egies for staff development.

Fender is not alone, however, in giving momentum to the national de-
bate about appropriate strategies for staff development for allied staff. Within
UK universities the Jarratt report on management (1985) and the 1989
technicians' pay settlement, which influenced national guidelines on ap-
praisal in universities, are the most notable. However, government bodies
have also contributed. Most recently, the government's Training and Enter-
prise Councils (TECs) have been at the forefront of the push towards national
training targets. The National Training Awards are a reward for organizations

public or private, large or small for excellent examples of training.
National Vocational Qualifications (NVQs) are set to become the standard
by which vocational training is conducted, and the Investors In People (IIP)
scheme is likely to become the national standard and framework for staff
development, giving a quality award for those meeting its rigorous standards.
Investors In People, in particular, seems set to become a key feature in
ensuring some equity in the provision of staff development within higher
education.

Appraisal, personal and professional
development

The 1987 Fender report was instrumental in focusing on the contribution
that appraisal could give for allied staff, notably technicians. Again, it is
worthwhile noting that many other organizations outside universities, which
gave evidence to the Fender Committee, and other bodies, reported on the
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contribution that appraisal made in their organizations. It is therefore sur-
prising that universities have been slow to formalize the extension of ap-
praisal to allied staff, but for many universities significant progress has now
been achieved.

In February 1993, the Universities' Staff Development Unit (USDU)
published a Green Paper on managing the introduction of appraisal for
allied staff (Hardwick and Greenwood 1993). In the foreword, the Director,
Pat Partington, argued that on the back of all of the contributions that
allied staff which represent three times the numbers of academic staff
make to an organization and its aims, the investment in the professional
and vocational development of these staff groups has been woefully inad-
equate by any comparisons. When introduced sensitively and appropriately
with well defined aims, relevant to the goals and the cLlture of the organiza-
tion, staff appraisal can provide the means by which enhanced communi-
cation between staff and their senior colleagues can lead to systematic
identification of roles, tasks, targets and training plans for individuals, which
support departmental and institutional goals. I would also add that all staff
should be able to expect and to receive well informed and reasoned feed-
back on their performance, and an opportunity to be involved in discussion
with their manager about those things which determine the way they do
their job.

The Green Paper was prepared as a result of an agreement on the intro-
duction of appraisal for technical staff. There are many examples of local
appraisal schemes being introduced. The Green Paper argues that if the
Fender Report (1987) had slanted emphasis more towards developmental
as opposed to performance related appraisal, then progress towards its
introduction may have been faster and smoother. Nevertheless, appraisal,
in whatever form, must represent an essential first step and diagnostic tool
for the staff developer and the manager in identifying and meeting training
needs. To this extent I would argue that the most effective appraisal schemes
are those which are developmentally based. In higher education institutions,
this model is the one that is most likely to find favour. However, experience
suggests that managers and staff are unlikely to accept that appraisal can
only be developmental and it is essential at an early stage, if implementa-
tion is to be successful, to acknowledge the link between appraisal and a
notion of performance. Managers should, if they are acting professionally,
take every opportunity to assess individual and team performance. Appraisal
represents an ideal opportunity to do this. What has been argued most
effectively however, is that appraisal should not be directly linked to reward.
Thus, issues of pay and performance-related pay lie with a different mechan-
ism, separate in time from appraisal. Evidence suggests that allied staff are
no different from academic staff in welcoming appraisal more openly when
it is clear that it is geared towards development rather than pay. The guide-
lines on appraisal prepared and agreed by the Joint Technical Committee
of the CVCP, stated quite firmly that appraisal should be entirely separate
from salary reviews, grading reviews, and disciplinary procedures.
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Personal and professional development and
lifelong learning
Major structural changes in education and training by the UK government
in the 1980s included the integration of enterprise elements within both
school and higher education curricula, and a vehicle for support and de-
livery of investment in training through the establishment of a network of
local Training and Enterprise Councils (TECs). Part of this thrust has been
to develop the concept of lifelong learning. This is not new. The system of
adult and workers' education was probably one of the greatest successes of
the post-war years, giving opportunity for further education and advance-
ment for millions. In a recent examination of the state of lifelong learning
and personal development, Jowitt (1993) reported on the state of one in-
creasingly popular aspect of the learning culture employee personal de-
velopment schemes. He found that there were major differences in approach
between firms in a wide range of industries and very contradictory responses
to education and training. I suspect this is no different in universities. In
several very large companies (Land Rover is a notable example) the con-
cept and value of lifelong learning is supported by an employee grant
which may be used to buy courses in the company's learning centre. These
courses may be on any subject and seek to promote the idea of learning
being fun, and engender over time and as an investment, continuous learn-
ing which will be of lasting benefit to company and employee.

To put lifelong learning in context, many professional organizations now
require their members to engage in continuous professional development,
including further qualifications and evidence of involvement in updating
schemes and attendance at seminars. There is also a growing demand for
courses to carry a credit rating, and there may be a requirement to com-
plete a portfolio of evidence, to be used as part of an application for up-
grading of membership when appropriate. The use of portfolios to provide
evidence is very similar to the requirements for NVQs. A good example of
this approach has been developed for university administrative staff. This is
known as a continuing professional development award (CPDA) (Guildford
1992). This has been developed jointly by the Association of University
Administrators (AUA) and the Universities' Staff Development Unit (USDU).
Its aim is to provide a coherent and accredited programme of professional
development for administrators in their first five years of service. The CPDA
provides, through a total of six modules of study, including compulsory and
optional modules, a foundation course in the knowledge and skills which
administrators need to do their jobs effectively, and to provide a platform
for further staff development. It also includes an examined project and the
production of a log book of activities and learning throughout the period
of study. Participants have a designated mentor throughout the programme.
The CPDA is seen as a complementary but core professional development
programme within a framework of regional and national staff development
programmes for administrators.
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For other allied staff, such schemes for professional development are not
normally available, and for this reason, a few institutions have developed
schemes for personal and professional development which provide on a
systematic basis, a programme of seminars aimed at developing knowledge
and skills which can be applied in the workplace, but which also contribute
to the development of the individual. They reflect a willingness to invest in
the development of individuals which will equip them to continue with
work related development, but also to be able to compete with others on
a more equal basis for promotion opportunities. These schemes have been
particularly valued by those allied staff who hitherto have not had an oppor-
tunity to attend professional or vocational qualification courses at college,
who have not been able to secure time off from work for study, or for whom
personal circumstances, including family commitments, have precluded the
opportunity to undertake continuing development at an earlier time.

Regional and national networks

In the UK, regional staff development groups were set up in the 1970s and
developed in the 1980s to provide for staff development where very little
existed at an institutional level. For administrative staff, a part time appoint-
ment to an administrative training committee (under the auspices of the
CVCP) provided a national course at introductory level and for middle
grade administrators. These courses continue under the USDU framework.

Several regions, including the Midlands, England South and North, and
Scotland, organized regional training committees for administrative staff,
reporting to Registrars. These were very successful during the 1970s and
1980s in providing both a continuing series of one day seminars and devel-
opment courses for senior managers (notably the Northern and Southern
Universities' Management Programmes). Models of this type still continue.
For other allied staff groups, provision is far more patchy, but in 1988, the
Midlands Universities created a Support Staff Development Committee,
embracing universities and polytechnics in the region. Its remit was to provide
an ongoing programme of seminars and development courses which met
the needs of particular (allied) staff groups. To this extent they differed
from the more traditional provision for administrators in that they did not
seek to provide one-off, one-day seminars and workshops, but a continuing
series of courses designed to meet the professional needs of allied staff
groups, including secretarial staff and security staffs. The success of these
approaches has been furthered by the recent work of USDU in meeting the
needs of other groups including catering and computing staffs.

These regional networks have been particularly instrumental in develop-
ing programmes for groups of staff where no development opportunities
previously existed, and for whom attention to their training needs had not
fallen as a priority to the institution. When linked to concepts of quality
management, the relevance of training for these particular groups is clear.
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Equal opportunity and fair employment

Equal opportunity legislation has informed some of the staff development
work that universities have undertaken for allied staff. This legislation means
there are legal requirements on employers in relation not only to recruit-
ment and selection but also to the training and promotion of employees.
To meet this requirement, more is now being done to develop training for
disadvantaged groups of staff in order to enable them to compete for jobs
on a fair and equitable basis with others. Perhaps the best example of this
is for secretarial staff who in universities are normally precluded from com-
peting for administrative posts which, within the UK, traditionally required
a university degree as a qualification. Clearly most secretarial staff are not
able to compete due to the absence of a degree, and yet in many respects
have proved through their work and experience a competence in the major
duties of some of the posts. In order to overcome these disadvantages, some
universities set out to provide opportunities for secretarial staff to obtain
degrees or other advanced qualifications, and provided an opportunity for
time off for study or met some of the cost. Although many employers insist
on job relation in order to give time off to study for a degree, for secretarial
staff to do so clearly stretches the boundaries of this definition. Due to
family commitments, or for other personal reasons, some staff may find it
difficult to find time to study in the evenings, which for many is a tradi-
tional method of obtaining further and higher qualifications. In terms of
fair employment, this is clearly something that many employers have sought
to address, since it can affect women disproportionately.

Equal opportunity legislation raises several fundamental questions for
employers in terms of the type of support that may be given. Clearly em-
ployers in times of limited or restricted resources will wish to ensure that
what funds they have are focused and targeted in the most worthwhile
areas. Notions of personal development, therefore, will need to be scruti-
nized very carefully. However, academic staff usually have an element of
time for research and staff development built into their contracts. For allied
staff, it is rare for such arrangements to exist. Employees depend on the
goodwill of employers to follow the example of others, in setting aside
proportional resources to meet training needs. At a time when resources
and budgets are being devolved to local level, issues of fairness and equity
are more clearly thrown into focus. The new universities, with a local au-
thority background, and some of the older universities, have sought to
overcome these problems by developing local guidelines, normally in agree-
ment with the trade unions, on appropriate time off and financial support
for employees undertaking staff development and training. These guide-
lines will normally provide a definition of courses for which support will
be given; the amount of financial support; the amount of time off which
will be given for periods of study (which may be up to 1 day a week);
examination leave; and study leave for summer schools where the employee
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may be supported on Open University, open learning, or distance learning
courses.

Where staff development and training budgets are devolved entirely to
local level, agreements of this sort, to establish fundamental principles and
a basis upon which rational decisions may be made within the context of
allocation of resources, are clearly essential in meeting the requirements of
the equal opportunity legislation. Where appraisal schemes are in opera-
tion, such guidelines become essential in enabling rational decisions to be
made, and to balancing investment between staff groups. Like quality man-
agement approaches, this may help to break down barriers between allied
and academic staff.

Quality management

Quality and quality management have received considerable exposure dur-
ing the last few years and have now become familiar concepts within uni-
versities. Quality assessment of teaching and research are now being used
to drive change and to inform funding within higher education.

Quality audit is becoming a routine external process which assesses an
institution's processes and management systems. Quality management as
defined by the broad term Total Quality Management (TQM) has been
around considerably longer and has its roots in the Deming (1982) philo-
sophy of continuous improvement. TQM encourages a focus on purpose,
identifying customers' needs, and using feedback from them to pursue
continuous improvement in products or services. The aim is to achieve
better quality than competitors, innovation, efficiency, effectiveness and
economy, and to do this principally through developing values of personal
commitment, collaboration in teams and the development of individuals.
The 1993 Fender report, Promoting People, which makes recommendations
about institutional human resource strategies, also builds upon the con-
cepts of TQM and team working. For allied staff, quality management can
be a powerful vehicle for creating an environment in which staff at every
level are motivated to provide timely and high quality results.

In the 1980s, the National Society for Quality through Teamworking
(NSQT) acted as a focus for organizations wishing to develop the concept
of teams and teamworking as major contributions towards continuous im-
provement and the achievement of quality goals. In the mid-and late-1980s,
these concepts became major elements of staff development programmes.
I was involved in the first of these in higher education, at Aston University,
through the development of quality circles. These are voluntary, grassroots,
quality improvement teams which meet on a regular basis to analyse and
solve work-related problems. In particular, the strength and relevance of
the quality circle movement has always been based on the concept of
empowerment enabling individuals at any level in the organization to be
involved in generating ideas and solutions, and using initiative to meet the
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continuous improvement challenge. The difficulties, the successes and the
mechanisms for setting up such a programme have been described in Doidge
and Whitechurch, 1993. Evidence from a number of universities and from
the wider public and private sector, suggests that while managing such
processes is not easy, the rewards can be great. Not the least of these is the
contribution that quality management including quality circles can provide
to the development of individuals and the proper use of all their skills and
knowledge in the improvement process. Evidence so far suggests that this
is a worthwhile investment in participation and development which brings,
above all, a major contribution towards a sense of shared purpose, self-
esteem and valued contribution from all staff.

While no technique can be a panacea, it has been argued that quality
management can also provide a framework for operational and strategic
thinking. This can be of value to all staff, and is particularly so for allied
staff where there is often less of an opportunity to gain an understanding
of, or to be involved in, the development of a sense of strategy and purpose.
Levels of commitment are enhanced where this is achieved. Institutions will
need to work out for themselves where this approach to quality manage-
ment fits, and care must always be taken in implementation so that man-
agers are not alienated when this approach to involving individuals clearly
threatens traditional management roles and styles. There is now good evi-
dence to suggest that the use of quality teamworking approaches whether
management led or voluntary circles can be a vehicle for embracing all
staff groups in a department, in a shared sense of purpose and in joint
activities to improve quality. It can also be a vital contribution to improving
communications and cultures, the way in which people at every level are
valued and judged by their colleagues; it can banish the 'us and them'
syndrome!

Quality teamworking

The strongest organizations are built on a sense of teamworking and team
commitment. Teams enable lateral and vertical communication and the
building of understanding, commitment, purpose and involvement through
team-building events. Quality teams are groups which meet regularly and,
using a problem-solving methodology, identify, analyse and solve work-
related problems and opportunities and implement solutions. Traditionally,
the term quality circle has been used to describe the voluntary, grass roots
teamwork operating in a particular workplace. Quality improvement teams also
describes problem-solving through teamworking directed by management.

The 1980s was a decade when quality circles were used extensively in
industry and more recently in commerce and the public sector as a means
of providing grass roots involvement in quality in the workplace. As volun-
tary improvement teams, quality circles consist of small groups of people
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who normally work together in the same area. They voluntarily meet on a
regular basis to identify, analyse and solve job-related problems leading to
continuous improvement. These quality circles receive training in problem-
solving techniques in order to research a work-related problem of their
choice and make recommendations to management normally by giving a
formal presentation of their findings. They follow up by implementation
and review before moving on to their next project. The benefits have been
described as follows:

Whereas it may be obvious to state that quality cannot occur without
people, it is important to understand that it is the willingness of the
staff within an organisation to involve themselves in, and be committed
to, quality improvement that is a prerequisite to success.

Traditional features of public sector organisations in particular have
been rigid hierarchical structures comprising individuals functioning
within limited spans of control.

Within such organisations there is a natural tendency for individuals to
adhere to, and work within, the parameters of their job descriptions.
Without a great deal of care and attention it is an environment that
can inhibit the thoughts and aspirations of staff about their purpose,
their overall contribution to the organization and their ability to inno-
vate and communicate their ideas.

(Doidge et al. 1994: 19)

Many household-name companies and a few universities have been oper-
ating quality circles for a long time: Wedgwood, ICL, Lucas and many
health authorities to name but a few. Many thousands of small, incremental
improvements have taken place, the immense overall contribution of which
is difficult to calculate. Suffice it to say, however, that long-term success,
quality of product and efficiency of production and service owe much to
the incremental value of this step-by-step approach. Even more critical,
perhaps, is the very real contribution quality circles make to the motivation
of staff and their development by providing a mechanism for involvement
at work in far wider respects than they might ever have otherwise been able
to achieve or expect.

To operate successfully, circles usually need both support and training to
enable them to work together effectively and use problem-solving skills and
techniques. For this reason a staff developer who has or can win the trust
of all members of the circle, will normally be involved in the early stages as
a facilitator. This role can be crucial in enabling circles to operate effec-
tively. Although enthusiasm is a key part of a quality circle's makeup and
success, it is important not to get carried away on the euphoria of an
improvement idea and find that without some solid foundations those ideas
crumble into frustration. Training and communication lie at the heart of
success. They will therefore need to:
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Enlist management support for the idea.
Arrange a briefing for all staff on what a quality circle is and how it should
operate; seek the help of an experienced quality circle practitioner, trainer
or facilitator to help run the first meetings of the circle and to help
everybody understand the methodology that quality circles use.
Identify projects which are achievable, can be done relatively quickly and
are likely to be successful early success is better than frustration.

Circles will usually adopt the following practice:

meet regularly once a week or fortnight;
have short, timed, one-hour meetings that start on time and finish on
time;
use a continuous improvement methodology and appropriate techniques;
have a leader who gives direction and co-ordination;
use flipcharts for all their working sessions;
produce notes (bulletins) only to keep colleagues who are not in the
circle informed;
report to and give a formal presentation of recommendations to
management;
implement and monitor.

From their experience of participating in a quality circle in their depart-
ment at the University of Aston, two participants wrote:

Our departmental quality circle was given a free brief to examine any
problem identified by the members and undertake research to the point
of making a presentation of its recommendations for improvement.

The quality circle represented a new dimension to problem-solving
and also marked something of a cultural shift in terms of the way
problems were identified and tackled. The quality circle drew from
non-managerial grades of staff who were thrust many for the first
time into a collective problem-solving role. It resolved to meet for
one hour on a fortnightly basis, and has used a full range of problem-
solving techniques.

It would have been naive to have expected universal acceptance of the
quality circle within the department, and we did not get it. Quality
circles represent a different management philosophy an acceptance
that departmental administration is a joint effort and that solutions
to problems can and should be resolved by those best able to do so.
Managers need to see themselves as enablers rather than controllers
of staff activity. Circle members undertook training which assisted in
identifying and analysing problems and provided techniques for solving
them. Gradually, the evidence and importance of the contribution made
by the quality circle began to achieve wider recognition. The greatest
hurdle was to convince all colleagues that what was essentially a voluntary
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activity was as important in terms of time and resources as any other
departmental function.

(Doidge et al. 1994: 19)

The quality circle carried out some large scale projects including at least
one leading to a major refurbishment of the entire department. There
were, however, some less tangible (and perhaps immeasurable) important
beneficial outcomes of the particular approach that was adopted.

They described the results of the quality circle as follows:

Gradually, a quality culture emerged, and participants took a wider view of
their role within the department.
Colleagues were able to identify the quality strengths and weaknesses relating
to their own jobs within the department.
There are indications that some individuals have gained confidence through
participation in the quality process, and this has assisted their personal
development.
Identification of customers has brought about the general recognition
that it is important to establish 'who the customer is' and 'what the customer
wants, thereby achieving quality is made easier by being in a position to
meet customer demands.
Very early on, colleagues recognized the importance of good communica-
tion. From the early days of the quality circle, colleagues have voluntarily
produced a monthly in-house magazine which provided up-to-date infor-
mation about a range of issues of concern to staff.
Resolving problems in groups has encouraged a team ethos, and strength-
ened the loyalties that staff have towards their department.
Colleagues have been able to recognize problems and identify them in a
wider perspective rather than the narrow view from the work-station.

(Doidge et al. 1994: 19)

Staff development programmes

A fairly typical in-house training programme would include at least some of
the following topics in addition to job (or team) specific training: induc-
tion, appraisal, networks (of technicians, secretarial and clerical, senior staff);
personal and professional development programme; quality management/
teamworking; health and safety; management development; academic sup-
port services; information technology; equal opportunities; vocational train-
ing and qualifications. Clearly each institution will make its own decisions
on what to include in its staff development programmes, determined by in-
stitutional priorities, individual needs and resources available. However, it is
important to remember that much staff development perhaps the majority

will not take place in formal courses or workshops but through workplace
activities. Additionally, there is an increasing emphasis on team develop-
ment and the importance of team development workshops (or 'away-days')
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including their contribution to quality management. Some development
activities other than courses include: mentoring; job or task rotation; tem-
porary exchanges; membership of working parties or project teams; involve-
ment in quality teamworking/quality circles; visits to other institutions;
observer in committees; self-paced open learning or distance learning pack-
ages; guided reading. The list is not exhaustive and will depend on the
willingness of managers to embrace different, often innovative approaches
to training and development and much of this is free!

Investors In People

As mentioned earlier, Investors In People is a major UK initiative by the
Employment Department which aims to encourage employers of all sizes
and sectors to improve their performance by linking the training and de-
velopment of their employees to their organization's objectives. It provides
a challenging national standard for effective investment in people and in-
vites organizations to commit themselves publicly to working towards attain-
ment of the Standard; those that meet it can be publicly recognized as an
Investor In People.

The Standard provides a model for staff development and for its mon-
itoring and evaluation. It has now become the key strategy used by the UK
government to encourage staff development within organizations. The Train-
ing and Enterprise Councils provide briefing packs, advice and consultancy
to organizations and give help in its implementation. The Higher Educa-
tion Quality Council (HEQC), and USDU, are collaborating in providing
information and advice, including a network of support, to universities who
have expressed an interest in Investors in People. A recent survey by HEQC
indicated that over 100 higher education institutions had either expressed
an interest in, or were deliberately working towards the achievement of the
standard. Of these, at least three were likely to achieve the award in 1994.

Apart from the benefit which companies may get from using the award
in their marketing strategies, the major benefit for organizations lies in
ensuring that they have a rigorous framework for their staff development
policies and plans. As the briefing document states:

Investors In People is not just one more training programme, scheme
or initiative, nor is it simply about persuading companies to spend
more on training, it's about helping companies to realise the value of
their most potent investment, their own people.

(Employment Department 1990)

The focus of Investors In People is on action; what companies can do to
develop their people in a way that contributes directly to the success of the
business and how they can invest in their people to achieve real benefits
which are visible on the bottom line. Investors In People will clearly be of
value to universities, and particularly in the context of developing their
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allied staff. It will not be easy, however, for them to find the resources
needed to match commitment with action. They will also need to ensure
that some of the fundamental elements of staff development are in place

appraisal, management understanding and training, and a policy and
plan covering all staff.

It is not inappropriate to conclude this overview of allied staff develop-
ment in universities in the UK with the notion of Investors In People.
Universities which make a public commitment to achieve the award will be
aware of the value of the contribution that allied staff make to the achieve-
ment of academic and business goals. It may be that Investors In People
becomes the key strategy in the next few years for ensuring that staff devel-
opment opportunity for allied staff achieves the focus which they deserve.
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10
Working Across the Hierarchy

Liz Beaty

Staff development is about the learning of individuals and the learning of
organizations. The first of these is recognizable in the form that staff devel-
opment takes as training for the job or a broader more educational focus.
The learning at organizational level is less obvious but no less important.
This chapter describes a particular approach to the structuring of staff
development that has helped an organization to understand itself and to
develop an approach to staff development across the hierarchy.

The form that staff development takes within higher education institu-
tions is varied. One question we might ask is how the form it takes relates
to the phase of development for the organization itself. New organizations
or those in times of rapid change are likely to look to staff development as
one important way in which to guide and facilitate the development of the
organization. As individuals change and develop so their needs for staff
development and the form in which it is acceptable changes. So too an
organization in different phases of its development will not only have dif-
ferent staff development needs but may well require different approaches
to the delivery and organization of that development.

There are issues here about the status of staff development as well as
about who organizes it and how. Arguments rage back and forward about
whether control from a central unit or department is preferable to organ-
ization by the individual or their manager. The argument about the dif-
ferent benefits of central control as opposed to personal control is where
some of the current debate lies and where confusion abounds. Two authors
go so far as to describe the current diversity as a jungle (Smith and Smith
1993). If we want to ensure that our approach to staff development ad-
equately develops individuals and the organization how is it best done? If
we want to enable development through the innovation and motivation of
individuals and groups rather than impose a solution from the top or from
simple reaction to outside pressures, how can we do that effectively?

This chapter describes an approach to the design and organization of
staff development in higher education that is informal, yet powerful. It

156



Working Across the Hierarchy 147

describes a way to harness the energies of people from across the institution
who have staff development as a concern and allow them scope to mould
the needs of individual staff members and those of the institution into a
programme of staff development. This is a group approach which has been
used with some notable success at the University of Brighton since 1989.
The chapter does not argue that this is necessarily the best way of organ-
izing staff development, nor is it suggested that this approach would suit all
institutions, rather the approach is described and evaluated alongside the
strategic and practical context within which it works. My conclusion (as one
member of the group) is that it is an approach with considerable merit,
with some strengths that are missing from more conventional approaches
but with some weaknesses that must be acknowledged and dealt with. The
analysis of the group and how it worked is my own; the views contained in
this chapter may not be those of other members of the group or other staff
of the University of Brighton.

The group approach is a method which sits happily alongside many existing
staff development systems and which can add to them by providing a think
tank and effective evaluation and planning. It could be viewed as an early
phase in the emergence of a staff development structure or it could be seen
as a mature and enlightened approach to the organization of staff develop-
ment. I have at different times seen it used as both of these. In the descrip-
tion below I have attempted to display the strengths and weaknesses of the
approach so that readers may judge for themselves.

I have worked in higher education all my working life. I began as a
researcher working on understanding how students learn then moved into
an educational development unit as an academic staff developer. I now
work half time on staff development including management development
at the University of Brighton and the other half of my time is spent running
a research programme for managers (from business and the public sector).
My position at the university thus straddles an academic department and
the central services of the university. I have learnt that the orientation to
staff development is different from the two perspectives. This causes a ten-
sion in the system which may be difficult to overcome. How can staff devel-
opment be organized to give ownership to the individual while enabling
organizational development?

Models of staff development

Working from the top down policy-led staff
development

Many staff development needs are generated from the introduction of
policies. The recent concentration on equal opportunities, for example,
has been followed by staff development programmes to inform and train staff
to deliver provision and processes within equal opportunities guidelines.
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Another example is the introduction of information technology into the
teaching and learning environment. Many staff found themselves under-
skilled in this area and needed training in order to use the technology that
had become available. As soon as institutions decide on a policy that all staff
will have desk top computers and that letters and even memos will be word
processed or that mail will be sent internally through an electronic mail
system, the staff development needs become apparent and also may be-
come a priority.

Staff development is an essential requisite of change management. With-
out it staff cannot be expected to practice in line with the policy's intention
and cannot be blamed for this. Merely to inform staff of a new policy does
not change practice. Even punitive arrangements for not changing cannot
guarantee an effective changing practice. Staff development must be an
integral part of the strategic planning of institutions unless the strategic
plan is to remain a vague intentional wish list. To put policy into practice
demands that staff be made aware of the policy, that they have the oppor-
tunity to question and discuss it in order to fully understand and tune it to
their practice, and that they develop the ability to deliver it through a
programme of training.

But staff development that comes only from the top down in this way is
missing a great opportunity to build on the experience of professionals in
their work. Policy-led staff development takes account of pressures from
outside and from the powerful within but it does not harness and support
innovation from the grass roots. Lone teachers innovating in their practice
are unlikely, through that innovation, to affect policy decisions and yet
their innovation may be the beginning of a new trend in learning which
could generate the educational programmes of the future.

Working from the bottom up innovation-led staff
development

In any good staff development programme there must be cognizance of
issues that affect the everyday working life of staff. Many individuals and
groups, who alone are not powerful or influential, are together making the
future of the institution. New ideas are leading to new courses and new
approaches to teaching and learning and administrative systems. Of course,
not every member of staff is innovative, some are retrograde and intransi-
gent, but it is here on the ground where change in practice is evolving and
where the future is being developed. It is also at the practice level where the
intentions of policy can be interpreted in contrary fashion through the
necessities of the moment. If staff feel that their ideas and problems are
never listened to by leaders and managers in an institution they will be-
come demoralized or will leave to find more conducive territory for their
developments.

Enthusiasm and ownership are the two most important keys to successful
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change. While it is important that change is controlled, monitored and in
some ways tailored to the strategy of the institution, if individual ideas are
ignored the change will be sterile. Those who work in an area have an
understanding of it that is difficult if not impossible to have second hand.
It is the individual teacher, administrator or technician who knows best
what will happen if this is done or that not done; who knows where the
waste of effort currently is and where the workload is highest. If the knowl-
edge of these people and their own ideas for development are used, then
innovations are so much more likely to work.

The sandwich model of effective staff development

Staff development must work at the policy level because without this per-
spective developments will have no strategic direction. Staff development
also needs to work from the individual level because without this there is
no commitment and developments will not work in practice. Moreover,
policies at the institutional level must take account of pressures and issues
as experienced by individuals, and individuals need to develop their work
in cognizance of institutional plans. The oil in this wheel can be staff de-
velopment. The true place of the staff developer and for those organizing
and designing staff development is in-between the institutional manage-
ment and the individual members of staff. The head of department is in
this position and therefore must have particular responsibility for the devel-
opment of staff and for the information flow that goes both ways. However
the head of department must also be partial, committed to getting the best
for their staff and representing the view of their discipline/area of work.
The staff developer must therefore be able to work with staff at this level
to formulate and design programmes which further the policies and plans
of the institution while nurturing and supporting the developments on the
ground. He or she must be a conduit for good quality information in both
directions and must be able to justify their provisions from both points of
view. Staff development is the filling in the sandwich between the practical
working of the institution and its strategic mission.

Policy development

Staff development programmes

Staff needs

It is not surprising, therefore, that staff and educational developers find
their position within institutions both confusing and vulnerable. By the
above analysis their location is to be at the centre but not of it, with the
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departments but with a consultant's perspective. I have come to the conclu-
sion, after many years of feeling the unfairness of this, to believing that the
mature staff developer must be prepared to be the invisible oil in the wheel
of development as well as the occasional thorn in the flesh of the institu-
tion; needling and challenging, supporting and enabling but never quite
being able to see the fruits of this labour except through the work of
others.

Communication is a most important skill for the staff developer. As in all
vulnerable situations group support is an invaluable requisite and encour-
agement for this communication function. In higher education staff devel-
opment is also a multifaceted activity. If a group were to be formed to 'oil
the wheel' of institutional and staff development what would this group
look like and how would it work?

The above analysis demonstrates the complexity of the staff development
task in higher education. This is not to say that it is unlike other organiza-
tions. An engineering firm has to balance the development of engineers
alongside the development of these people as team workers and managers.
The issue is one of balancing priorities and competing demands from the
institutional and individual perspectives. Staff development is a complex
task and needs to be embedded within the institution, both informing
policy and encouraging innovation. It would be difficult to assign this re-
sponsibility to a person or to a single department.

A ginger group

At the University of Brighton we have developed a group approach to staff
development at the institutional level which we informally call a ginger
group. We use this phrase to capture the nature of the group as adding
heat and spice to the debate about priorities and to the fact that the group's
main task is to keep staff development needs and issues firmly on the
agenda of faculties, services departments and the directorate. The ginger
group at the University of Brighton is a group of people who are interested
and have the ability to make staff development happen. It is not a represen-
tative group; it does not attempt to have membership from all areas of the
institution or of stake holders. It rather collects together people who have
been assertive in championing staff development as an issue and who want
to spend time informing policy and offering implementation solutions.

The group has a small but stable membership (between eight and ten
people). The meetings are held when required in the view of the group
members and occasionally in response to requests from the directorate.
They have met five or six times a year. The group consists of people who
have influence in the institution on the issue of staff development. Many of
these are from higher levels of the hierarchy. It includes people who deliver
internal staff development and some who co-ordinate these provisions but
it by no means includes all who have these responsibilities. The group has
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a Chair who manages the work of the group sending out minutes and
reports from the group but it is not steered or dominated by hierarchy.
The group has not attempted to become institutionalized; i.e., it has not
taken the form of a committee, but it could suggest that a committee is
needed. Other people are invited to the meetings to take part in particular
discussions as necessary. Recently this has resulted in the group including
both the deputy director and the assistant director for academic affairs as
they have particular responsibilities for staff development policy and fund-
ing.

The group works on issues rather than beginning with policies or provi-
sions. It asks questions such as: 'What are we doing about management
development for heads of department since we have so many new people
in post ?' How can we enable administrative staff to develop their career
prospects within the institution?' These needs are made explicit through
many different channels of communication within the institution not spe-
cifically gathered for use by the group.

The group then acts as a think tank spending most time in meetings
debating ideas and evaluating the position so far. Reports are made to the
directorate as and when necessary to spur activity or policy. Sometimes
these reports are requests for funding in relation to specific staff develop-
ment activity suggested or developed by the group. At other times they take
the form of analysis of needs or review of work to date. The group itself
does not control a budget but rather makes the case for where staff devel-
opment funds are needed in relation to implementation. As the group has
evolved there is increased money earmarked for further staff development.
When staff development activities become mainstream they are no longer
funded by this money but assigned to relevant departments to fund as
recurrent expenditure.

As the group is comprised of individuals from across the institution, the
job of consulting with the appropriate people to investigate staff develop-
ment is delegated to individuals within the group. The group members
then work in other teams on these staff development programmes.

The ginger group in action

The Staff Development Group (ginger group) at the University of Brighton
was first set up in 1989. The Dean of the Business School invited people to
join and chaired the meetings. People who were invited were from different
parts of the institution and although mostly senior staff this was not a
prerequisite. The group was not intended to be representative and it did
not have committee status. It was a group mandated to report to the dir-
ector on staff development needs and to inform policy making in this
area.

The group discussed its role and purpose from the beginning. It did not
do this in order to come up with terms of reference but rather to be sure
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about its ability to perform a useful function. At regular intervals through
the life of the group the Chair would ask, `So have we done our job? Is
there anything left that we need to do? What energy do we have as a group
for doing these things?' It was important to question the existence of the
group as we developed other mechanisms and approaches for the staff
development work. It also proved to be an important review procedure,
monitoring the effectiveness of the group. At one point, the group dis-
banded and stopped meeting. There had been a great deal of effort ex-
pended over a number of programme developments and the members felt
less inclined to develop new ones. Second, and crucially, it was unclear how
far the group's advice was now needed by the directorate. A number of
suggestions had been turned down and the group seemed to be working
in isolation. Within three months the group was asked to reform and to
include in its membership two members of the directorate to be true
members of the group and not observers or managers. This re-energised
the ginger group and the incentive to continue to work was re-established.
At times other people were invited to join the group for some of its work.
At one point work on a scheme to extend the educational development
release scheme (see Chapter 5) to administrative staff involved two faculty
officers. One member of the ginger group worked with them on developing
the proposal and then the proposal was refined, incorporated into the
development plans and passed up to the directorate for funding. This team
worked to involve those who knew the needs, together with and to inform,
those with the power to make this innovation a reality.

An important member of the ginger group has been an external manage-
ment development consultant. Ian McGill, in this role, helped the group to
formulate a programme from development needs of managers and, to-
gether with others, delivered the programmes. One example of this was the
development of a staff development review programme which at Brighton
now forms the basis of the appraisal system. The scheme was designed by
a small team, including the personnel officer (who is a member of the
group), a member of the Business School, (not a member of the group)
and me. The documentation and training programme were designed and
included a full day workshop for all managers across the institution. These
workshops were run for 16 staff at a time and run over a period of 18
months by which time all managers had undergone the training in the
particular form of interviewing necessary to make the scheme work. Simul-
taneously a pilot of the scheme was running in one faculty with discussion
sessions held with all staff to inform and discuss the scheme. The scheme
was evaluated through the faculty and refinements were made.

The ginger group was also responsible for steering the development of
a Certificate in Teaching and Learning aimed at new academic staff in the
institution. Over a three-year period this programme was designed, run and
eventually made (normally) compulsory by incorporating it into the proba-
tion agreement for all new staff. This was possible because the group con-
tained me as designer and eventual course leader, the personnel officer
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who found ways of working the required documentation through the
recruitment of new staff, and deans who contributed to the development of
the course from their perspective on faculty needs. The Certificate would
not have been developed unless the funds to run it could be found to make
it a staff development provision. The group's most important contribution
was its ability to make the case for the spending of central funds for this
area of staff development.

The group met at intervals of 8 to 10 weeks and had an informal agenda
with occasional papers circulated in advance. The work of the group dif-
fered at each meeting. Sometimes the discussion would be a brainstorm of
needs in a certain area, at other times the discussion centred around a
particular group of staff. As the group became established more developed
plans were committed to paper and targeted at management either directly
or through an appropriate senior committee. Some of the developments
were in the form of programmes or courses while others were procedures
and policies.

The achievements of the group have included a policy on staff develop-
ment which indicated how much a department should spend on staff devel-
opment and how much time individuals should spend on their own
development. This policy also includes a provision to allow free access to
University of Brighton courses for members of staff. Staff members can
constitute up to 10 per cent of the participants of the course. The group
has also developed a number of courses as particular staff development
provisions The Certificate in Teaching and Learning in Higher Education
and certificate language courses in French, German and Spanish. A number
of programmes to support new policy areas including the staff development
review scheme, the accompanying programme of training for interviewers
and the intensive equal opportunities training, which again involved mainly
senior staff and admissions tutors in three-day workshops. The administra-
tive development release scheme is now running with six administrative
staff per year doing development projects and gaining time within working
hours, extra payments or overtime. The next development is an extensive
programme of development for managers including heads of departments.
This is currently under development steered by the ginger group but with
the main initiative and development work coming from some of the heads
of departments themselves. On the agenda is a focus on technical staff and
a review of the use of the staff development review process for manual staff.
A Diploma/MA in Teaching and Learning is in the planning stage in liai-
son with the Education Faculty.

Strengths of the approach

From the description above it is easy to say that this group has been success-
ful in developing and organizing staff development for the institution. The
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strength has been the commitment of the people involved and their ability
to span the institution informing on the needs and to liaise with others
when necessary. A strength of the group is its freedom. It had a very general
mandate, but within this the members could work on issues where they felt
most strongly. Different members of the group brought different perspec-
tives, which made for energetic debate, and yet there is an ease in the
group's working which comes from the shared desire to produce useful
developments and the lack of necessity to speak for a constituency. We also
had fun in the meetings. There was laughter, and much drinking of coffee

a fight for the bourbon biscuits and above all, a willingness to listen to
others. I never went to a meeting that didn't produce some useful work and
make important decisions. The frustration was not about the meetings but
about what happened to our work when the papers were sent on. The
power of the group in its working arrangements was not mirrored in its
power within the institution. As a group with no direct mandate, no com-
mittee status and low visibility for most staff, it had no power of its own at
all. This observation is not a complaint. It is right that the group should
pass on its work to the normal processes of decision-making to those with
the authority to act. A think tank or a ginger group is in every respect a
servant of the organization and not a manager of any part of it. In this
distinction there is a great deal of freedom as well as a lack of direct power.
We were free to ask awkward questions and to make risky and unpalatable
suggestions.

A strength of the ginger group approach is in the diversity of the people
in the group. We joined or were asked to join because of a demonstrated
interest and commitment to the development of staff in the university. We
were from different faculties and bridged the administrative/academic di-
vide and the management/staff divide. In the inclusion of the management
consultant we also in some small way spanned internal and external provi-
sion of staff development. The group also mixed those who were responsi-
ble for the delivery of staff development with those who were customers for
it (themselves or, as managers, for their staff). This provided a rich environ-
ment for discussions. What was also useful was that at different times these
roles were reversed, for example, while in discussions about the develop-
ment of the management development programme, I was a potential work-
shop tutor, at other times, for example, in relation to language course
provision, I was a potential customer. This caused us to work in a more easy
and co-operative manner than might have been the case if there had been
no reciprocity.

The recent Higher Education Quality Council Audit Report (HEQC 1993a)
commended the University for a number of aspects of its staff development
provisions. Some of these are a direct result of the work of the ginger
group, such as the Certificate in Teaching and Learning. Another commen-
dation was about the numbers of people actively involved in designing
policy and providing staff development. This again can be seen as a result
of the ginger group approach.
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Disadvantages of working in this way

At a recent audit meeting the questions about staff development were all
about its co-ordination. 'How does information circulate around the place?'
'Who is responsible for co-ordinating the generic needs found from the
staff development review process?' and so on. A quality audit is about the
procedures and processes and whether they are linked. The auditors look
to see if they can trace decisions and match them with practice across the
institution. Do our quality control and assurance procedures work? With a
ginger group approach to the development of programmes for staff devel-
opment the question about co-ordination is difficult to answer. The group
does not have committee status so its minutes are internal to the group or
go to a particular audience for particular purposes. This is not the best way
to demonstrate co-ordination.

The question of responsibility is also interesting. The group members do
not represent anyone. How are people represented in this process? The
ginger group recognized this as an issue, particularly the possible disenfran-
chisement of groups of staff technicians, manual workers and lower grade
clerical workers. Who can speak for their needs within the group? It is
perhaps no accident that much of the work and many of the resulting
programmes have been aimed at management or academic staff.

It is also clear that when members of the group felt overloaded with work
their enthusiasm for developing more work waned. It seemed to matter that
the people in the group were substantially able to deliver some of the
programmes from within the group. Without formal budgets and without
a job labelled staff development there is a limit to what can be done. No
one person was responsible for making these programmes happen. Permis-
sion and the budget to run things were given piecemeal and to different
functional areas. The personnel department had priority areas that took
the focus away from staff development so that some things that were meant
to happen as a result of work of the group did not happen. One notable
example of this was the appointment of a staff development officer within
Personnel to co-ordinate the needs from staff development reviews. This
post was first agreed as part of the staff development programme designed
by the group, and even advertised once, but became a casualty of the need
for other staff within the department.

From the staff point of view there is nowhere and no person or team
who is identified as responsible for staff development. The result is that it
is not clear who should be informed about a staff development need that
might be met in house. The result is a wide variety of different approaches
to meeting the needs of individual staff and an inefficient use of both
internal and external provisions. The lack of a dedicated central budget
for staff development has meant that each new programme has to be
argued through the directorate and money found elsewhere from existing
budgets.

165



156 Directions in Staff Development

The learning organization

We never stop learning and developing and, in that sense, we are all
of us searching for the next expression and realization of our identi-
ties. This is one of the major functions of management and people
development activities and of the overall learning climate of the
company. Just as individuals seek to extend themselves so the company
as a whole, in its learning approach to strategy, seeks to find the next
expression of collective identity and purpose what we are here for
now? The Learning Company does not arrive except temporarily.

(Pedler, Burgoyne and Boydell 1991: 32)

If I look more long term at the work of the ginger group, I could argue
that, rather than a particular approach to the organization of staff develop-
ment, it is better viewed as a phase in the development of that organization;
as a stage in its learning process. Pedler, at al. (1991) describe the 11
characteristics of the concept of a learning company. These include aspects
such as a learning approach to strategy, internal exchange, enabling struc-
tures, a learning climate and self-development for all, which could rea-
sonably be argued as consistent with the ginger group approach to staff
development. The University of Brighton and its predecessor Brighton
Polytechnic have had structural arrangements for staff development in the
past that have faded or died. The ginger group has filled a gap rather than
started from scratch. The history of past provision is an important back-
ground to understanding not just the present position but how it would be
possible to move forward. Another contextual feature of the university is
the federal structure into strong and partially autonomous faculties. Third,
with recent changes in the directorate team and pressures from outside to
co-ordinate staff development, there is a new willingness to review and
rework the relationships between different parts of the institution.

In describing the particular context at the University of Brighton, I am
not suggesting that only here is the ginger group effective. By its very
nature it is possible that beyond the next meeting the ginger group will
cease to exist or change its constitution. This chapter is being written at a
time of change, but it would be wrong to believe that in six months' time
I could have described a new structure which would be a permanent one.
Staff development is intimately tied to the learning of individuals and the
learning of organizations. As such, it must change and develop its nature
as well as its content and structure in line with the needs of the institution.
For, as Pedler and colleagues, in describing the features of the learning
organization show, it is difficult to capture the essence of a learning com-
pany through any description. It is perhaps not surprising that the ap-
proach to staff development at different institutions is diverse. To be so may
match the needs of the institutions more effectively.

Staff development is an extremely important part of the effective func-
tioning of an organization. If there is to be a truly enabling system of staff
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development it must be flexible, not only to individuals, but to the needs
of groups and to the organization as a whole. It must also be responsive to
changes as they occur. To be involved in staff development is at once
exciting and exasperating. Just as I believe I know what I am doing, my role
and function will change. Development is like that.
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Part 3
The Learning Organization

We set out in this book to shed light on some fundamental dilemmas in the
organization and execution of staff development in institutions of higher
education. We have seen, in pursuing examples of educational develop-
ment work and in our discussion of staff development for different groups
of staff, themes emerging which suggest some important directions ahead.
We have seen, too, the role of historical developments in shaping staff
development practice and have observed some of the different traditions
from which the current tapestry of arrangements is formed. But some
important questions still remain.

Staff development is intimately tied to institutional development, which
in turn is tied to demands for accountability. A major stimulus for staff
development has recently been the need to meet the requirements of ex-
ternal quality assurance agencies. A demand for improved quality of itself
does not increase the amount and type of staff development undertaken.
Nevertheless, the process of quality assurance institutionalizes the principle
of critical reflection. In order to meet audit and assessment requirements
reflective practice takes place at institutional, subject-group and individual
levels. In considering many of the consequences for staff and educational
development brought about by the introduction of audit and quality assess-
ment in the UK context, Chapter 11 demonstrates its potential to signifi-
cantly shift institutions and individuals in a number of areas. Some of these
are related to the process of quality audit and assessment. But there are far
wider consequences. George Gordon shows how, in providing opportuni-
ties for institutions to reflect on their courses, structures and policies, staff
inevitably engage in development across a broad spectrum of activities.

Earlier chapters, in pointing to the need for staff to be critically engaged
in the process of reflecting on their practice, entering into dialogue with
each other to elucidate and to solve problems and so working to improve
what they do as individuals, as teams and as an institution have shown how
these activities contribute to the development of a learning culture. The
question which then arises is: What are the forms of organization for staff
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development which assist in the development of such a learning culture
where each part of the institution is engaged in the development of every
other part? This is an important question for, as Chapter 10 has already
hinted, it is in the forms of organization which are instituted that the
nature of the staff development task and conceptions of the continuing
professional development of the university community are most clearly
revealed.

Yet, if staff development arises from a number of different traditions, how
are these to be organizationally reconciled? In addressing this question in
Chapter 12, Lewis Elton tackles perhaps the most contentious issue in
relation to staff development: namely, where is its specialist expertise to be
located in the organizational structure? The question of the location of a
staff development unit is intimately related to the question of what kind of
activity staff development is seen to be and also, importantly, to what kind
of institution a university or college of higher education is considered to be.
It is also tied to the question of the special expertise of staff developers.
Clearly it is important to relate the organization of staff development to the
institutional context. While we must be cautious of assuming that models
can be transported from one context to another, there are none the less
some general principles which should inform choices. Lewis Elton explores
some different organizational models which have emerged and discusses
the way in which these have arisen from the different traditions of staff
development, considering the issues involved in deciding between different
arrangements.

Thewhole of this volume has repeatedly emphasized the importance of
the role of critical reflection in staff development. The questioning, self-
critical approach which is being encouraged in many examples in this book
also carries over into staff developers' own work. This includes bringing to
their work an attempt to understand the reasons for what they see and so
continuing to develop their understanding and practice. It means they are
always in the process of learning. It also means taking steps to ensure that
staff development is meeting the needs of its clients and the institution.
Evaluation assists in this process. It is one of the tools for informed reflec-
tive practice.

Although staff development has become more visible and been given a
higher profile in recent years, a question which is often left out of discus-
sions is to what extent it is having a real impact on attitudes and behaviour.
It is surprising that this question is so rarely asked. Those who participate
in workshops, in quality circles, in action research projects and so on, are
often in no doubt as to whether engaging in such an activity has, for them
at least, been effective. It is surprising how often managers take the effec-
tiveness of staff development on trust, or how often it is criticized for not
meeting unobtainable demands, many of which may not have been spelled
out initially. Staff development is often talked about and written about
without any evidence of its effectiveness. There is no good in having models
and theories of staff development if they do not bring about the desired
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changes. The impact of staff development could be considerable. It could
affect individuals. It also may affect the course team in which they work,
their department or faculty, or the institution as a whole. On the other
hand, inappropriate means may be used to achieve desired ends.

How, then, do we distinguish good from less good staff development? If
we are to claim that examples in this book represent good practice what
makes us say so? Chapter 13 considers how we tell whether staff develop-
ment is effective and the different kinds of questions which those with an
interest in it are likely to ask. While not neglecting the most frequently
evaluated one-off workshop, David Baume and Carole Baume draw atten-
tion to some often neglected aspects of staff development evaluation: policy
and overall strategy. They present a practical, systematic model for evalua-
tion which provides a template for checking the appropriateness and ad-
equacy of different kinds of evaluation instruments according to a range of
different needs.

Perhaps one of the major difficulties with staff development in higher
education is that many people want very many different things from it. The
problem is there are many clients. Satisfying them all is likely to be impos-
sible owing to a significant number of contraditions many of which have
been discussed in this book. Chapter 13 considers who the stakeholders are
and to what uses staff development evaluation can be put.

Finally, there remains the question of what the future for staff develop-
ment will look like. The themes and directions explored in this book pro-
vide some important clues. But, as we have seen, it is a dynamic, growing
scene. Staff development, by its very nature, transforms the people and the
organizations who engage in it. It therefore changes itself in the act of
being. Organizational structures are needed which are capable of transfor-
mation as needs and demands grow. But in this kaleidoscopic landscape,
there are some directions about which we can be clear. In the final chapter,
David Boud looks at what we can say of the future of staff development and
its relationship to institutional development. Many of the themes stressed
throughout the book are consolidated. We are able to see where current
trends are leading us and to anticipate the challenges which lie ahead.
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11
The Implications of Quality
Assurance, Audit and Assessment

George Gordon

This chapter is concerned with the challenges, opportunities and issues for
staff development arising from the segment of initiatives associated with
quality assurance, audit and assessment initiatives which staff in higher
education tend to view as imposed and driven by agendas set outside the
academy. I am aware of the fact that many countries have not, as yet, been
affected by these, or comparable initiatives. Indeed, it is important to rec-
ognize the range and variety of higher education at the international scale
and how systems vary on dimensions such as primary source of funding,
degree of government regulation, internal organization or participation
rates. As systems of higher education grow in size and complexity, however,
there appears to be a general tendency for governments to seek to shift
towards methods of indirect control. Often that has been manifested in
governments seeking increased levels of institutional accountability for the
expenditure of public funds. It is important to recognize that the push for
accountability does not appear to be attributable to a specific ideology. For
example, broadly comparable measures have been introduced in Australia
and Britain by governments of different political traditions.

These trends have been represented (for example, Trow 1992) as a break-
down of trust between governments and institutions of higher education. In
my experience many members of staff object to the intrusiveness of ac-
countability measures and dislike the lack of trust which they believe lies
behind them. However, it is unlikely in the countries affected by this trend
that trust will be restored simply by arguing that the academy knows best
and should be left alone without offering evidence to substantiate that view.
Quality audit, accreditation, validation and quality assessment are proce-
dures intended to address particular aspects of accountability.

Warren Piper (1992) argued that only once academics were properly
trained could they truly claim to be part of a profession. Another view is
that of the academic as a reflective practitioner. Effective reflection is facil-
itated when the practitioner has developed the necessary skills and knows
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how to use suitable tools of analysis and how to relate them to existing
knowledge and theory. Effective staff development should equip individuals
to perform that role. Effective quality assessment and/or audit could assist
by requiring that the process of reflection/self-evaluation takes place and
suggesting frameworks that could be used in that activity and issues to be
considered. If such reflection is set within the context of fitness for purpose
and an examination of the aims and objectives of programmes and/or
policies and procedures, it should be helpful and meaningful provided
individual members of staff recognize the relevance and potency of the
procedures, how these fit into their continuing personal development and
to the development of activities and programmes in which they are in-
volved. If achieved it would secure commitment from every individual
member of staff to the processes of quality assurance and enhancement
sought either by quality audit and assessment, or by alternative approaches
such as that advocated by the Engineering Professors' Conference in Brit-
ain, (Tannock and Burge 1992), or that favoured by the proponents of
Total Quality Management (Crawford 1991; Deming 1982), in a manner
which the individual members of staff deemed appropriate to the needs
and purposes of higher education in general and their subject/programme/
activity in particular.

Staff development in higher education is often perceived in relation to
change, be it the acquisition of new knowledge or skills, (or increased levels
of proficiency in skills) or the use of new tools, such as those used for
evaluation, or changes in behaviour. These activities and experiences are
captured in the word learning, which lies at the core of the culture of
institutions of higher education. The point needs to be made simply be-
cause staff development in higher education is sometimes opposed as in-
appropriate, unnecessary and unwanted. In part that situation may reflect
differing perceptions of priorities. It may also be based upon views about
the relevance of the policies and strategies for staff development and the
quality of the provision. However some of the tension, even conflict and
opposition, stems from the association of staff development activities with
various changes currently affecting and impacting upon systems of higher
education, such as the appraisal of staff, the quality assurance of programmes
and courses or the evaluation of performance. Thus staff development can
be viewed by some as an agent of change rather than a means of assisting
staff to learn about, develop and modify new initiatives, procedures and
policies. This poses substantial professional and practical challenges to staff
developers who must handle such situations with integrity, dignity and
sensitivity. In doing so they often need to possess high levels of personal
resilience in addition to good facilitative and reflective skills. It also
requires policy-makers to be aware of the possible sources of tension and
conflict which may underlie some criticisms about staff development and
to find ways of successfully achieving institutional policies related to
the continuing professional development for both academic and allied
staff.
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Quality audit, assurance and assessment
External interest and involvement in quality assurance is not a new phe-
nomenon in certain systems of higher education or in certain disciplines.
For example, in many countries professional bodies accredit relevant pro-
grammes in higher education as a means of assuring entry standards to,
and training for, that profession medicine, law, engineering, dentistry.
Commonly the process involves the preparation of substantial documentary
evidence about the nature of the curriculum and methods of assessment
and evaluation supported by indicators of output and outcomes. Invariably
these are scrutinized by panels of experts. Additionally, the panels often
visit the institution and meet with the teaching staff and students from the
relevant programme/discipline. Failure to gain the seal of approval from
the relevant body could threaten recruitment to the programme and would
disqualify the students on that programme from automatic entry to the pro-
fession or exemption from some of the necessary qualifying examinations.

For many years regional groupings of institutions of higher education in
the United States have collaborated in voluntary processes for the accred-
itation both of specific programmes and of institutions, (Adelman and Sil-
ver 1990). Several weaknesses in the American system of accreditation have
attracted attention. Concern has been expressed about the long intervals
between visits, the lack of means of enforcing conditions attached to ac-
creditation and problems in recruiting members of panels (Arnstein 1979).
Kells rang a more disturbing note when he concluded that self-evaluation
for accreditation was not viewed by academics as being 'a central process
of ongoing improvement and change.in most American institutions' (1988:
xiii). Kells was commenting upon the relationship between organizational
procedures and processes and generalization about the perceptions of in-
dividual academic staff in American institutions in terms of how they saw
effective ways of working to achieve improvement and change. If proce-
dures and processes are widely considered by the academy to be either
irrelevant to the task/issue or to be seriously flawed in their design, then
it is likely that these factors will influence and limit the learning or devel-
opment accruing from operating the procedures and processes.

It is important to recognize that different individuals and interests hold
differing views of and criteria for defining value, appropriateness, effective-
ness or difficulty, as recent research by Loder (1993) on the respective
perceptions of staff and students in British higher education has illustrated.

The remainder of this chapter focuses upon the introduction of quality
audit and quality assessment in the United Kingdom in relation to educa-
tional programmes and provision. Broadly comparable procedures have
been, or are being, introduced in an increasing number of countries.
One important indicator of effectiveness of these initiatives might be the
extent to which they facilitate reflection on the educational process, i.e.,
the cultivation of reflective practitioners, teams and institutions. Other criti-
cal tests might be the contribution to promoting people, all staff and
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students, and to the enhancement of learning partnerships and the learn-
ing environment.

Quality audit

In Higher Education: A New Framework (Department of Education and Sci-
ence (DES): 1991) the term 'quality audit' was introduced and defined as the
process of ensuring that quality control arrangements in an institution are
satisfactory. Prime responsibility for quality audit was vested individually or
collectively with institutions. The totality of quality assurance in institutions
was interpreted as including staff development and curriculum design.

Subsequently, the ideas and proposals in this document were embodied
in legislation enacted in March 1992 which led to the ending of the separate
funding councils in Britain responsible for the universities and for other
institutions of higher education and the winding up of the Council for
National Academic Awards (CNAA) which had accredited and awarded the
degrees for many higher education institutions in the non-university sector.
In order for institutions to collectively assume responsibility for quality
assurance a new body was formed, the Higher Education Quality Council
(HEQC). A significant and substantial constituent division of that body is
the Division of Quality Audit, in effect the successor to the Academic Audit
Unit which had been founded some two years earlier by the Committee of
Vice Chancellors and Principals (CVCP).

The Higher Education Quality Council has defined the terms of refer-
ence for the Division of Quality Audit to be: to consider and review the
mechanisms and structures used by degree-awarding bodies; to monitor,
assure, promote and enhance their academic quality and standards in the
light of their stated aims and objectives; to undertake a similar considera-
tion and review in respect of other institutions of higher education, at their
request; to comment on the extent to which such procedures in place in
individual institutions reflect appropriate good practice in maintaining
and enhancing quality and are applied effectively; to prepare and publish
a report on each institutional audit; to prepare and submit to the Higher
Education Quality Council (HEQC) an annual report; to liaise with the
other divisions of the HEQC, drawing their attention to such matters and
findings which the Division considers may be of interest to the higher
education system and which may merit further research and development

likewise receiving benefit from the work of the other divisions (HEQC
1993b).

The formal process of audit commences with the arrangement of dates
for the visit by auditors and the institution supplying a range of briefing
documents about quality assurance policies and procedures with particular
reference to: the provision and design of programmes of study; quality
assurance of teaching, learning and communication; the recruitment, de-
velopment and performance of academic staff; means of acquiring and
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evaluating the views of students, external examiners, employers and profes-
sional bodies; the practices operated in respect of the validation of pro-
grammes taught in associated or affiliated institutions. The visit, normally
of three days duration, is conducted by three academic auditors, supported
by an audit secretary (usually an academic administrator). During the visit
the team of auditors will commonly meet with some 150 to 170 staff and
students. The institution is supplied, in advance, with a detailed programme
specifying the times of each meeting and the individuals and groups which
the auditors wish to meet and the broad topics which they will be pursuing.
Institutions are encouraged to nominate a person to act as local co-ordinator.
That task primarily involves co-ordination of the local arrangements for,
and during, the visit.

The programme for a visit might involve meeting the vice-chancellor;
each of the senior academic committees with a quality assurance role; a
sample of middle tier committees with a quality assurance role such as at the
level of schools or faculties; a small sample of departments/course teams;
undergraduates from these departments /courses; postgraduate students;
members of the promotions committee; the staff development director
and/or committee; a group of non-tenured (probationary) staff; a group of
experienced non-professorial staff; the directors of academic services, for
example, the library, computing centre; other distinctive areas/activities in
that institution, such as work placements, year abroad programmes, Enter-
prise in Higher Education, etc.; and the senior management team.

After the visit a report is drafted and sent to the institution for correction
of factual errors. Thereafter it is finalized and published. The whole process
spans at least several months from the initial discussions about the dates for
the visit to the publication of the report.

The staff development implications of quality audit

The staff development opportunities associated with the process of audit
are substantial. Direct involvement as one of the founding group of audi-
tors leads me to suggest that a considerable amount of staff development
and organizational development has taken place.

In the Report for 1990/91 of the Academic Audit Unit, the Director,
Peter Williams, commented:

whatever approaches are being followed within universities, the Unit is
in no doubt that a considerable amount of time, energy, and effort is
now being spent in them by a large number of people, to address the
questions raised by quality assurance. This level of activity goes well
beyond any immediate requirements occasioned by an impending visit
by the Unit (although we are frequently told that our visits have a
galvanising effect in forcing institutions to face difficult questions head
on).

(Academic Audit Unit, 1992: 20)
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Williams added:

the opportunity is not infrequently being taken to develop an inte-
grated and systematic approach to quality assurance; another is that
regulations, codes of practice and notes of guidance are being re-
viewed and revised, again sometimes for the first time in many years,
to take account of current standards of good practice. The resulting
compilation of documents may form the basis of a quality assurance
manual, which offers an efficient and economical tool available to all
those in the institution with a stake in quality control and assurance.

Other valuable strategies now being widely adopted include the
establishment of academic standards or teaching committees, a more
thorough consideration of external examiners' reports, the develop-
ment of more explicit course evaluation and monitoring mechanisms,
a willingness to be more open and direct about the aims and objectives
of study programmes, and the communication of these in an accessible
form to students. Moreover, attention has begun to be given to ways in
which good teachers can be identified and rewarded, and to the means
of obtaining useful information from (e.g.) students, about the courses
they are taking.

(Academic Audit Unit, 1992: 20)

The Academic Audit Unit produced Notes for the Guidance of Auditors (1991).
These have been updated on several occasions and are being rewritten to
reflect the terms of reference of Quality Audit. Institutions were informed
that they could request copies of the Notes from the Unit and these have
become important sources both of dissemination of information about audit
and also of foci for staff development. The Notes provide illustrative detailed
questions for each facet of audit but they also state some simple over-
arching questions that can provide a penetrating reflective framework for
the review and evaluation of any activity. Those questions are:

What are you trying to do?
Why are you trying to do it?
How are you doing it?
Why are you doing it that way?
Why do you think that is the best way of doing it?
How do you know it works?

Audit has encouraged institutions to review, and frequently revise, their
policies and procedures for quality assurance, their means of co-ordinating
them, of ensuring that they are operating evenly and effectively and that
they match with the needs and objectives of the institution and with current
views about good practice. Examples of detailed strategies include the pro-
duction of manuals to guide good practice, the conduct of internal reviews
or audits and of a largely 'bottom-up' approach in institutions with substan-
tial devolution of academic responsibility. Invariably these activities are
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supported by administrative actions such as the rewording of regulations
and by enhanced programmes of staff development.

The fact that the topic of staff development features on the agenda of
audit has caused institutions to review their strategies and policies with
respect to staff development and reconsider how these assist quality control,
assurance and enhancement. In many institutions part of the response has
involved clarification of the responsibility both for activating personal de-
velopment plans arising from individual appraisals/career reviews and for
identifying and addressing the staff development needs of departments
and/or course teams. This involves close dialogue between staff developers
and heads of department or their nominees. The resultant provision in-
cludes centrally organized generic and targeted courses, seminars and work-
shops, the dissemination of resource materials on teaching, learning,
assessment and evaluation, and, where staffing permits, and increasingly
that is so, by sustained collegial developmental work by course-based/
discipline-based groups supported by staff developers acting in the special-
ized role of educational consultants.

The staff development opportunities associated with quality audit are not
confined to academic staff. In my experience many administrative staff are
integral to the quality assurance systems of institutions as are staff in a wide
range of academic and student services. Reviewing policies and practice in
all of these areas is part of the preparation for, and experience of, audit.
Ensuring that the whole community of staff are actively and appropriately
involved and developed is a major challenge for staff development policies
and practice.

Many institutions (see Cryer 1993) have taken the opportunity to amend
their existing systems of occasional reviews of courses/departments to regu-
larize and formalize the process as a central part of the quality assurance
procedures. As a consequence cyclical reviews commonly five yearly of
curriculum, methods of assessment, etc., often involving a degree of exter-
nal peer review, are supported by annual reporting and monitoring of
indicators, external examiners reports, evaluations of student feedback and
statements of intended adjustments to address problems and issues that
have arisen. Another outcome has been the publication of handbooks such
as the one for external examiners by the Universities' Staff Development
Unit (Partington, Brown and Gordon 1993).

Institutions have developed or revised codes of practice for a number
of activities, such as supervision of postgraduate students. Attention is
increasingly being devoted to the assembly and evaluation of feedback on
courses and services and to the monitoring of consequential actions.
Likewise promotions committees are seeking means of identifying out-
standing teachers, often through the use of materials collected to form
teaching portfolios (see Seldin 1991; O'Neil and Wright 1992). Other strate-
gies designed to promote and encourage good teaching which have been
adopted in institutions include grants for innovation in teaching and
opportunities to publish reports on developmental work on curriculum
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design, methods of assessment or experiments with a change in the method
of instruction.

Additionally, the briefing of academic, administrative and allied staff about
audit is, in itself, an important potential source of development, as is the
direct involvement of those who meet the team of visiting auditors. In my
institution, a post-audit questionnaire to staff and students (Mellows and
Roy 1992) elicited generally positive reactions to the experience although
students were divided on the extent to which they thought the process
would lead to improvements. In part that result may represent a healthy
scepticism in the student body, but it does support the research by Loder
(1993) which indicated that staff and students tend to have different agen-
das and priorities.

The learning benefits from the process of audit should not, and in my
experience do not, stop with the publication of the report. Every report
concludes with a number of items which receive commendation and a
corresponding list of things which the institution might wish to review or
resolve. In the case of the report on my institution, a number of the sug-
gestions related to co-ordination, monitoring and the desirable level of
consistency of policy and procedure in a devolved structure of academic
responsibility which had vested considerable authority with the faculties.
This led to the formation of a new small sub-committee: the Academic
Quality Assurance Group, with membership drawn from the chairs of the
appropriate faculty committees, the student president, the academic regis-
trar and the Director of Academic Practice. In the eighteen months of its
existence much work has been done to resolve the points raised in the
audit report. The resulting dialogue between members of the Group and
between individual members and their constituencies provides another
example of the varied and complex ways in which acceptable and effective
staff development ensues from the process of audit. It has also led to dia-
logue with representatives of the students about ways of enhancing their
contribution to the procedures for quality assurance. Activities being dis-
cussed include training of student representatives on staff student commit-
tees and the preparation of supporting handbooks.

Finally, an important and specific strand of staff development has in-
volved those serving as auditors, as audit secretaries and the permanent
staff of the Academic Audit Unit/Division of Quality Audit. All of these
individuals have learned a great deal both from developing and operating
the process and from the unique detailed insights which they gain of the
institutions which they visit. Much can be learned from the documentation
which institutions provide, especially the illustrations of the policies in ac-
tion, but this is greatly enhanced by the discussions which take place during
the visit. At best these meetings can be significant developmental activities
for all concerned, genuinely stimulating professional discussions about is-
sues of common concern (Davies 1992). That said, auditors and audited
both recognize that the purpose is to learn about policies and procedures,
ascertain if they operate effectively and consider whether there is scope for
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enhancement of particular facets of the systems of quality assurance func-
tioning in the institution. Auditors are not charged with acting either as
consultants or staff developers.

Prior to the present system of Quality Audit, every institution had its own
internal procedures and policies and were all to varying degrees exposed to
aspects of external scrutiny. Indeed those institutions with awards accred-
ited by the Council for National Academic Awards had extensive experi-
ence of institutional and programme-based evaluations of quality assurance
and control. None the less, the requirements of audit with the publication
of the reports has acted as a catalyst for review and change. I am inclined
to the view that all institutions and most members of staff have experienced
some learning benefits from the process. There remains scope for further
developmental gains as the system and the majority of individuals move
through the diffusion cycle of the innovation, albeit at differing rates. Ul-
timately the potential for further gains will diminish unless a new catalyst
is provided or the majority of individuals accept and continue to operate
the concept of continuous and continuing improvement (an unending
innovation).

Quality assessment

A further catalyst has been provided by the inclusion in the 1992 legislation
relating to higher education in the United Kingdom of the requirement for
the three new funding councils (for England, Scotland and Wales) to put
in place ways of receiving guidance about the quality of the actual provision
of educational programmes. Subsequently inter-funding council differences
have developed in the progress with, and methodology for, quality assess-
ment (Gordon and Partington 1993).

The Scottish Higher Education Funding Council (SHEFC) has made rapid
progress with the implementation of quality assessment. In 1992/3 assess-
ments were made of the provision in Economics and in Electronic and
Electrical Engineering. Several cognate areas are being assessed in 1993/4
and an indicative schedule for a five-year period has been published along
with the framework for assessment and the guidelines for preparing self-
assessments (SHEFC 1992c). In England and Wales the first round of assess-
ments commenced in 1993 and involves different cognate areas from
Scotland (Law, History, Chemistry, Mechanical Engineering).

The principal inter-funding council similarities in purpose and approach
to quality assessment are:

the intention to inform the relevant funding council about the quality of
educational provision in higher education;
the encouragement of improvement in the quality of education through
the production of reports of assessments;
the use of cognate areas as the unit of assessment;
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the initiation of the process through the submission of self-assessments
which make and substantiate claims about the standard of provision;
the evaluation of such claims by individuals appointed by the funding
council;
the training of these individuals;
the role of the assessment committee of the funding council in oversee-
ing the development of the process;
the provision of guidance to institutions about the process and feedback
to them on assessments;
external evaluation of the first round of the process.

To date the principal differences appear to surround the articulation of
purposes, the degree of specification in the guidelines to institutions, the
selection of cognate areas, the detailed timetable, the grades of assessment,
the role of visits to institutions in the process, and the consequence for
funding.

In document QA/1 the SHEFC (1992a) listed as one of the purposes of
quality assessment, 'to inform students and employers on the quality of
provision, thereby promoting competition and choice.' That function did
not feature in the purposes stated by the Higher Education Funding Coun-
cil England (HEFCE 1993a).

The quality framework adopted by the SHEFC lists eleven key aspects as
foci for the scope of quality assessment whereas the equivalent HEFCE
document indicates eight topics. However, in this case the apparent nu-
merical differences principally reflect detail of labelling and classification
because there is substantial inter-funding council agreement over the main
topics to be covered by the quality assessment of educational provision in
higher education.

Substantial divergence exists on the role of visits to institutions. In Scot-
land, to date, visits have been made to all institutions offering provision in
the cognate area being assessed. The Higher Education Funding Council
Wales (HEFCW) has indicated that institutions will be visited (1993a).
Conversely, the HEFCE has decided that assessment visits will be made
when either a prima-facie case is established that an institution is providing
excellent education in the subject/cognate area concerned or when the
assessors consider that there are grounds for concern that the quality sought
be at risk. Additionally, a sample of institutions providing satisfactory qual-
ity education would be visited. Thus in England the evaluation of self-
assessment claims is a crucial stage which alone can decide upon the
judgement by the assessors of the standard of provision. In Scotland and
Wales, in effect, it is a preliminary stage of analysis which is elaborated by
a two or three day visit to observe teaching, see accommodation, talk with
staff and students, visit support services and look at examples of the work
of students.

Reference has been made to inter-funding council differences in the
selection of cognate areas for assessment and to details of the timetable for
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assessment. At present the HEFCE and HEFCW are following similar sched-
ules which differ from that announced by the SHEFC. Not only is the latter
seeking to progress more rapidly with a five-year programme but the struc-
ture of the programme appears to be constructed on a different basis from
that in England and Wales. In Scotland most of the several cognate areas
being assessed in 1993/4 are drawn from Science and Engineering. Other
groupings of disciplines feature in each year of the programme. By contrast
the HEFCE and HEFCW appear to favour an annual pattern which involves
a wider spread of cognate areas.

In the initial round of assessments three categories were used for the
purposes of self-assessment and reporting, namely excellent, satisfactory
and unsatisfactory. In 1993/4 the SHEFC has introduced an additional
category, highly satisfactory. Finally, the HEFCE has still to decide upon the
funding consequences of quality assessments whereas the SHEFC adjusted
the funding for 1993/4 for institutions which were adjudged to be providing
excellent provision in the cognate areas evaluated in the 1992/3 round of
assessments. The HEFCW (1993b) is currently consulting on the future use
of quality profiles. It hopes that such profiles would provide a sound basis
for self-assessments and external assessment by peers, thereby possibly ob-
viating the need for any hint of an inspectional approach.

Reactions to the assessments which have taken place have been varied. In
part this reflects the newness of the approach and also the differences in
the methodology, notably the validity of sampling in England. Generally,
where visits occurred, assessors appeared to have been perceived as thor-
ough and dedicated peers who wished to assure all interested stakeholders
(government, students, parents, employers, university staff) of the level and
quality of educational provision in specified subjects/programmes. Some in-
stitutions have questioned the suitability of the framework for their academic
structures, arguing that the approach presumed subject-based academic pro-
grammes and corresponding organization of academic affairs which did not
match comfortably with the increasing presence of interdisciplinary or multi-
disciplinary programmes, or the growth of modularity or of student-centred
learning.

The staff development implications of quality
assessment

The introduction of quality assessment has provided a further catalyst for
staff development. Indeed, it may be more powerful than that provided by
academic (quality) audit because it relates more closely and centrally to
matters of concern to staff and students, i.e., the specific academic pro-
grammes provided by institutions. Both parties have shared interests in the
quality and prestige of these programmes. In that sense it is easier for them
to identify with quality assessment than it is to associate with an audit of
policies and procedures. Assessment is vitally concerned with the content of
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the curriculum, the extent to which aims and objectives are appropriate
and achieved and the quality of the students' experiences.

The comparatively speedy introduction of quality assessment has short-
ened many developmental schedules and in the initial phase abbreviated
some learning experiences derived from participating in the process. None
the less, I have heard many staff observe that much was learned from under-
taking the self-assessment of their programme. Further learning, possibly
more subtle, occurred during the exchanges with assessors in the visitation
and a third phase was initiated by the consideration of the published
report.

A report of research on the longer established system of assessment in
Dutch Higher Education (Frederiks, Westerheijden and Weusthof 1993),
suggested that the quality of education had gained an important place on
the agenda of university decision-makers with institutions having special
committees or specific staff dealing with the topic. That research also indi-
cated that self-evaluation was a particularly powerful developmental tool.
The SHEFC reports in 1993 commented upon the existing provision for,
and effectiveness of, staff development and identified unmet needs which
should be addressed.

With reference to staff and professional development the advance guid-
ance provided to institutions by HEFCE suggested that 'Assessment should
include opportunities for professional development including research, con-
sultancy and professional liaison activities.' Illustrative questions of what
that might entail included:

Is the teaching establishment suitable and sufficient to deliver the cur-
ricula? Is there adequate support from library, technical and adminis-
trative staff? Is there systematic identification of staff development needs
in relation to institutional, curricular and individual requirements? Are
lecturers engaged in research and other scholarly activities? Are staff
encouraged to maintain links with employers, professional bodies and
other educational establishments? Do research and liaison activities
have a positive influence on curricular development and teaching?

(HEFCE 1993b)

Illustrative items in the SHEFC framework provide clear possibilities for
staff and educational development, as follows: teaching and learning are
based on explicit objectives which are consistent with course aims; teaching
methods are innovative, varied, appropriate to the stated objectives and
make effective use of available facilities, equipment, materials and aids;
teaching is well planned and prepared and effectively performed, taking
account of the needs of all categories of student; the pace of teaching and
learning takes due account of the nature of the curriculum, students' var-
ied abilities and prior learning, and the special needs of the very able and
weak students; teaching approaches encourage independent learning and
students take responsibility for their own learning; learning is enriched by
appropriate reference to cross-curricular links, current research, industrial
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applications and development of generic skills such as communication and
teamwork (SHEFC 1992b).

In the first rounds of quality assessment most of the staff development
has been associated with the preparation of the self-assessment submissions
and, more recently, with the actions arising from consideration of the re-
ports. However, now that the funding councils have indicated that assess-
ment will continue and cognate areas to be assessed have been identified,
earlier preparations are being made by departments/course teams and by
academic and student services. Simultaneously adjustments have been made
to the managerial structures in institutions to accommodate quality assess-
ment and ensure that it is co-ordinated and overseen by specific senior
individuals and/or senior committees.

In the search for economy, efficiency and effectiveness, institutions in-
creasingly, with the support of staff, are seeking ways of integrating quality
assessment into existing procedures both for the approval and review of
programmes and for the review and development of staff. In my experience
there has been a rapid and marked movement, led by heads of department
and senior postholders in faculties and schools and service areas, to prepare
for forthcoming assessment. Such activities include learning from extant
assessment experiences, reviewing policy and practice, seeking insights into
successful practices in other institutions/disciplines and receiving briefings
and advice on a range of educational matters, such as methods of assess-
ment of students' work, methods of evaluation of programmes and compo-
nents thereof, teaching methods, writing objectives, integrating transferable
skills into the curriculum, integrating the use of new technologies into
curriculum design and promoting effective independent learning.

Amongst developmental matters identified in the first round of reports
by the SHEFC were the provision of training for part-time staff and
for postgraduates acting as tutors, increased familiarity with, and use of, a
wider range of teaching aids, the addressing of institutional needs in
departmentally-based activities and greater use by staff of the developmen-
tal services and support offered by central staff development units.

In addition to infra- institutional staff development accruing from quality
assessment, there is also the substantial developmental experience of the
cadre of assessors. In effect, once every five or six years, a group of academ-
ics from each cognate area will have an opportunity (for some, across fund-
ing council boundaries), to gain detailed insights of educational provision
in other institutions and to reflect on standards and on each of the key
aspects and elements of the quality framework used to guide their judge-
ments. A small number of individuals will be involved in a more sustained
role either as lead or core assessors on temporary secondment to the re-
spective Quality Assessment Division.

Quality assessment seeks information about the standard of provision over
a wider range of matters. Within cognate areas central concerns surround
aims and objectives, the link to institutional mission, the design of the
curriculum, the methods of delivery and of differentiation and assessment,
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the effectiveness of learning and the robustness of systems of feedback,
evaluation and review. Integral to these concerns are interest in resources
(staff, accommodation, equipment) to support effective learning and the
systems operating in the institution for supporting staff and students, (for
example, staff development, student counselling). Quality assessment also
considers matters such as approval of curricula or monitoring of student
progress, components which feature prominently in quality audit of systems
of quality assurance.

Thus the staff development needs relating to quality assessment are many
and varied and, to date, probably inadequately understood and addressed.
A substantial task is that of assisting the various parties involved both to
prepare for assessment and also to meet and share information about poli-
cies and practices and define agendas for further action in the light of these
conversations and analyses. In devolving the ownership of quality assess-
ment to the specific cognate area under scrutiny, institutions will need to
ensure that wider co-ordination occurs if they are not to miss an important
developmental opportunity and also possibly prejudice the external assess-
ment of the standard of educational provision. Assessors commonly visit
libraries, computer centres, student services, audio-visual services and staff
development centres as an integral part of the assessment of educational
provision of specific cognate areas. In my own case that is likely to involve
visits from seven assessment teams in 1993/4. Clearly that has implications
that I must address within my own Centre, with others in a similar position
within the institution (and even in other institutions), with the key contacts
in each cognate area being assessed in the institution and with senior col-
leagues charged with overseeing the preparations for, and reactions to,
assessment within the institution.

The newness of quality assessment means that much work has still to be
done in many areas of staff development arising from, and associated with,
the process. To a considerable extent this is likely to involve supporting
immediate needs, sharing experiences, aiding reflection, promoting good
practice, contributing to the refinement of policies, the development of
staff and the enhancement of the educational experience. It may also re-
quire staff developers to revise their modus operandi and revisit models of
staff development and adjust the range of provision to integrate the needs
arising from quality audit and assessment.

Concluding remarks

While the focus of staff development related to quality assessment will, and
should, be on departments or on course teams, every activity and function
of the institution contributes in some measure to the quality of student
experience and, consequently, should be touched by the implications of,
and developments associated with, quality assessment. Whether it is the
information provided to potential students, the quality and effectiveness of
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careers guidance, the efficacy of registration or student counselling, the
quality of teaching accommodation and study space or the standards of the
performance of staff in their duties, each in its distinctive way contributes
to the quality of the students' experience and is a proper subject for inclu-
sion in the quality control, assurance and enhancement policies and proce-
dures of the institution. To be successful, quality assessment should be
conducted in such a manner as to facilitate, encourage and enable en-
hancement. Securing that goal may require some refocusing of the process
of quality assessment combined with closer attention being paid by the
funding councils to the enhancement and staff development sections of
institutional plans. In the current structure there is a danger that institu-
tional plans become detached from the process of quality assessment with
the latter inadvertently fractionalizing and compartmentalizing infra- and
inter-institutional evaluations of educational provision and experiences.

Academic (quality) audit in Britain has recently been evaluated and that
report (Centre for Higher Education Studies 1994) will be considered by
the Higher Education Quality Council. It is possible that it may lead to
changes in the conduct of audit. Certainly many, including the Minister for
Higher Education, would like to see a streamlining of audit and assessment
in order to avoid excessive intrusion and unnecessary duplication.

At some juncture, preferably sooner rather than later, there will need to
be an evaluation of the cost effectiveness of these initiatives, of the contri-
butions that they have made to the maintenance and enhancement of stand-
ards and to the developmental benefits which have accrued. Meanwhile
they provide extensive opportunities for staff development initiatives for
academic and allied staff and substantial organizational and cultural chal-
lenges to those charged with determining staff development needs, struc-
turing how these will be met, providing the support and evaluating the
effectiveness of the endeavours.
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12
An Institutional Framework

Lewis Elton

Over the past twenty years, the history of staff development has been very
different in the two sectors of British higher education, now at last united,
and this is reflected in the very different current staff development arrange-
ments in what were called universities and polytechnics and have now come
to be called the old and new universities. It is important to be aware of
these different histories in order to understand the present and move to-
wards what ought to be a more unified future. At the same time, the new
situation, created by the abolition of the binary line which had divided the
two sectors from each other, provides an opportunity for change. My plan
in this chapter, therefore, will be to start with the past in order to illuminate
the present, then move to what may be considered to be a rather utopian
future, and finally attempt to outline ways of reaching this future. In relat-
ing the historical developments, I shall inevitably have to concentrate on
major trends and omit those developments, good or bad, that were con-
fined to just a few instances. Although I shall draw essentially only on
experience of the UK, the problems are very similar in other countries with
similar structures of higher education, i.e. most Commonwealth countries,
and appropriate solutions to the problems may also then be similar.

History

The history of staff development has been significantly different in different
countries, but nowhere, except possibly in Australia, have there been two
quite separate histories, as has been the case in the UK. While this is not
something that anyone would want deliberately to engineer, it is useful in
retrospect to take advantage of it. Thus in the UK, a major impulse in the
old universities towards putting staff development on the map was the
agreement in 1974 between the University Authorities Panel and the Asso-
ciation of University Teachers, which linked the introduction of a three
year probationary period for new lecturers to universities providing a) an
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appropriate introductory training; b) a 'senior colleague' for each new
lecturer; and c) a reduction in the teaching load during the probationary
period (Matheson 1981: 12). Of these, it is fair to say that b) and c) rarely,
if ever, happened, but short introductory training courses were established
in many universities. This had the good effect that a start was made on the
training of academic staff in their teaching role and the bad effect that this
came to be seen by the majority of those in authority as associated purely
with inexperienced staff, i.e., it was thought to be something that could be
acquired more quickly by such training than simply by experience, but not
more effectively. It also fitted in with a culture in which the real business
of academics was research, and time spent on improving oneself as a teacher
was by many considered to be misspent time.

In some universities, such initial courses were provided by staff from
within the university who had taken an interest previously in the improve-
ment of teaching and learning and had done research and development
work in this area. However, there were not many of these, and most univer-
sities either sent their new academic staff to one of the few national courses
available or appointed a coordinator/organizer, often placed in the person-
nel department, who bought in training from better placed universities or
commercial providers. In parallel, but mostly rather later, personnel depart-
ments in many universities started to generate staff development activities
for what at the time was generally called non-academic staff and more
recently has come to be called support staff or allied staff in an attempt to
create a more positive image for such staff. Such superficial attempts at
reassuring less privileged groups always hide deeper difficulties and are
rarely successful in removing these. I shall have to come back' to the ten-
sions that arise from this division between different kinds of university staff.

At the same time, staff development in the polytechnics had a very differ-
ent meaning and was largely associated with the disciplinary development
of the academic staff through taking higher degrees, attending conferences,
acquiring industrial experience through secondments, etc. Although the
staff were no more likely to have been trained as teachers than they were
in universities, the much stronger teaching traditions of the polytechnics
paradoxically made training less important, since it at least meant that new
entrants to the profession were inducted into a culture that considered
teaching the most important task. On the other hand, the polytechnics
under pressure from the Council for National Academic Awards (CNAA)
were forced to pay increasing attention to teaching at the curriculum rather
than the individual level and many in consequence set up educational
development units to meet CNAA demands. In due course, this led to the
concept of staff development being extended to the improvement of the
teaching abilities of individual academic staff and this has increasingly led
to quite substantial training courses. The staff development of allied staff,
on the other hand, developed much less than in the universities, since
there was no pressure for it from the CNAA (Cryer 1993). Neither in the
universities nor in the polytechnics had the training of academic staff in

187



An Institutional Framework 179

their managerial roles gone much beyond short training events, although
the importance of such training is now increasingly recognized.

Following from this history, it is possible to identify a number of issues:

Should academic and allied staff be treated largely separately for staff
development or in a unified manner?
How should the organization and administration of staff development be
divided between the academic and personnel areas?
Should academic staff development continue to concentrate in the main
on the teaching function, or should there be corresponding develop-
ments in the areas of management and even leadership which have come
to the fore more recently?

The future for staff development in universities

By speaking of the future for rather than of staff development I want to
indicate the slightly utopian nature of what follows; only however slightly,
because in formulating it I draw on research and evaluated experience. The
latter comes in the main from experience at the University of Surrey (Elton
and Gilbert 1980) and with the Enterprise in Higher Education Initiative
(EHE) of the Employment Department (Elton 1991). The latter, with its
many evaluations, has provided insights for those involved in it of a quite
exceptional kind and I refer readers to a recently published article (Elton
1994) for the substantiation of some of the claims that I shall make and the
conclusions which I shall draw.

The collegial institution

The rapidly changing environment within which universities will have to
work for the foreseeable future and the effects that these changes will have
on the quality of the life and work of their staff and students imply that staff
development will have a primary function as an agent of institutional change.
While one of its concerns must always be to meet the legitimate personal
needs of staff, its main concern in difficult times will inevitably be to meet
the needs of students, in their learning experiences, in the services pro-
vided for them and in the environment in which they spend three or more
very important years of their lives. It will be concerned in different ways
with changes in knowledge, skills and attitudes of all staff and at every level,
right up to that of the most senior administrators and the head of each and
every university. Furthermore, because of the interlocking responsibilities
of different staff, the development of different categories of staff should not
be kept organizationally separate from each other. Staff development should
move from being topic driven to being problem driven, with different cat-
egories of staff engaging jointly or separately in staff development activities
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on the basis of what is needed to solve the problems. This may mean
that much of it will still be conducted separately, but it will be done on the
basis of a wholly different and much more unitary philosophy of staff
development.

Universities have always prided themselves on the collegial nature of
their society, but this has in the past been confined to that of their aca-
demic staff, and even there has been eroded by managerial developments
(Middlehurst and Elton 1992). In future, it will be necessary for all staff to
feel that they are, and are accepted to be, collegial members of this society,
contributing to the best of their ability to the common good of their insti-
tution and its students. This extension of the concept of collegiality comes
close to what is of course one of the fundamental tenets of what has come
to be called Total Quality Management.

Such collegiality does not equate to the abolition of hierarchies, although
it should lead to their loosening. Within those hierarchies it requires all
staff to accept a degree of personal responsibility for their work, both up
and down in the hierarchies in which they find themselves, that may be
unfamiliar to most. At present academic staff are apt to over-stress their
academic freedom at the expense of their institutional accountability and
loyalty to their discipline at the expense of loyalty to their institution. Allied
staff are apt to see themselves as secondary citizens and are indeed seen as
such by many academics. Changes to genuine and all-encompassing
collegiality will not be easy and will require remarkable leadership qualities
from vice-chancellors and their teams. Most staff will initially be suspicious
and will want to see genuine evidence that such a development amounts to
more than lip service. They will look for signs that their efforts are appre-
ciated and rewarded in their annual appraisals, that their expertise and
skills are recognized in the departmental and institutional plans into which
their own work plans must fit, and that opportunities are provided for
personal development and possible promotion. To recognize and satisfy
their needs and demands will in turn require staff development not only at
their level, but at every level above and below them, for the changed insti-
tution will require aspects of management and leadership very different
from that of the past (Middlehurst and Elton 1992). In this connection, it
is important to distinguish good management, designed to make the insti-
tution more efficient, from effective leadership, which produces useful
change (Kotter 1990).

These considerations lead in turn to a tentative agenda for the most
important areas of staff development. In a strange way, they have been
based largely on the experience of EHE: the first three, and in particular
the development of personal and transferable skills, because they have been
pursued there with considerable success; the last three, because this very
success highlighted their absence:

The didactics of higher education
Personal and transferable skills
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Staff appraisal and promotion
Institutional management and planning
Academic leadership
Application of organization theory to higher education institutions

In the kind of collegial society which I envisage, all academic and allied
staff require some aspects of all of these topics, although different staff obvi-
ously require them to a different extent and in different ways.

The role of research

No mention has so far been made of the research function of universities
and this is not the place to again rehearse the critique of the funding
policies of the funding councils (Elton 1987a) which still actively discour-
age teaching efforts. In line with the argument that the major aim of staff
development is to meet the needs of students, I see the role of research in
the following:

1. The research and teaching nexus, which argues that teaching at univer-
sity level is enriched by accompanying research. Although this is a much
debated question, the inclusion of the concept of scholarship appears to
strengthen the nexus (Elton 1986; 1992a).

2. Research in the pedagogy of higher education, which ranges from fun-
damental research to action research, where research, development and
practice are closely integrated.

3. Institutional research, which ranges from fundamental research to re-
search that directly informs decision-making in the institution in which
it takes place.

The first of these and increasingly also the second are becoming recognized
as, in significant parts, an appropriate concern for staff developers. The
last two are obviously directly relevant to the maintenance and enhance-
ment of teaching quality and I shall make a case later in this chapter that
either or both are suitable research areas for the personal research of staff
developers (Elton et al. 1994).

Models of staff development for change

Smith (1992) has recently reviewed a number of models that have been put
forward in the literature and these are summarized in the table below. (The
references in the table are to Rutherford 1982; Tavistock Institute of Hu-
man Relations 1991; Harding et al. 1981; Boud and McDonald 1981; Main
1985 and Hewton 1982. The terms used are taken from their papers). What
emerges is that, although they use different categorizations and terms, they
consistently lead to one of five distinct roles for staff developers, except in
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the last row of the Table, where the staff developer may use some or all of
the five roles.

What has come out of the EHE experience in this connection is that the
most acceptable form of staff development and the one that probably has
had most success is that in which staff developers and academic teachers
collaborate with the aim of improving the student learning experience.
Staff developers and academic teachers both play active parts in the pro-
cess. In the light of what has been said earlier about collegiality, such
collaboration should, of course, include all relevant staff and not only teach-
ing staff. While this makes the collaborator role dominant, it does not
prevent the inclusion of other roles (except that of controller!) by negotia-
tion, when they arise from a mutual understanding of staff needs. In all
four roles, staff developers have also to make judgements as to when they
may be considered as experts by the staff, when a more equal stance is
indicated and when the main expertise lies with the staff. What is to be
avoided are the extremes: at one, staff developers consider that they have
all the necessary expertise, and at the other, they disclaim all special exper-
tise and act merely as facilitators who bring out the expertise which aca-
demic teachers are supposed to have as a result of their teaching experience.
The first leads to the delivery of all staff development at the action level
through formal training events and short courses by trainers who have
themselves been trained by trainers who have themselves been trained by
trainers ... This cascade model, which is inherent in a recently advocated
approach (Glover 1990), assumes that knowledge and associated skills and
attitudes can be transferred unidirectionally, rather than that they arise
from the mutual interaction of all concerned in the teaching-learning proc-
ess. Not surprisingly, it has been shown, for example, in EHE, to be com-
paratively ineffective (Tavistock Institute of Human Relations 1991), quite
apart from its well known dilution effect. The second, in its pure form, has
not been used in EHE, probably because the frustration it causes to aca-
demic staff who often 'just want to be told' is by now well known.

The model which has proved to be most successful in EHE (Elton et al.
1990) is a feedback model, which is based soundly on learning theory and
had been proposed previously quite independently (Elton 1987b, section
2.6). In this model, a small group of central staff developers liaise with
designated departmental staff developers in departments who in turn liaise
with staff in their departments and also, via the centre, with each other. All
links are two way, so that this is neither a cascade model nor one in which
there are no people with special expertise. It obviously has aspects of both,
but any cascade effects are modified by feedback and it allows both for the
feeding in of previously acquired expertise by all parties at all levels and of
the development of new expertise, again at all levels. The same approach
can also be used for the training of trainers and in this form is often
referred to as a bootstrap model, since in it trainers pull themselves up by
their own and their colleagues' bootstraps. In this way it overcomes the
problem inherent in the infinite regression of the training of trainers.
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This model of staff development, which is based on the ideas of 'facilitative
reflection' and of the 'reflective practitioner' (Schiin 1983) in order to
analyse and consult on processes, is increasingly used in education. In many
cases, the role of a critical friend is played by a colleague as part of an
agreed process of reflection that encompasses all the members of a depart-
ment or unit. The model is also particularly suited to the involvement of
staff from the world of work outside academia. In the cascade model, these
are brought in as experts, although they frequently lack an adequate under-
standing of the academic world. In the inexpert model they feel even more
frustrated than academics. The feedback model provides the opportunity
for them to be in a position where they simultaneously provide and receive
training and development.

Much experience has shown that the feedback model often works best,
if it is initially centred on the department and usually on the course board
concerned with the creation and delivery of a particular course. Other
activities such as formal training sessions and courses are added, as the
need for them is identified. This approach has been exemplified by one of
its practitioners:

The management of the EHE project has changed from one where the
focus of concern was directly with the task of ensuring that the contract
was being met to one where it is recognised that the task is best met
by a focus on the process of change and on how staff are involved.

This has meant giving much more responsibility for the EHE project
to staff in faculties and departments. The EHE Unit then becomes
much more of a support unit, coordinating activities rather than deter-
mining them.

(Heycock 1991)

While the model, outlined above, has proved very successful in the area of
the didactics of higher education and for the general body of academic
staff, it has not been tried in the other areas that have been postulated
above and which aim primarily, although not wholly, at the more senior
staff. The methods employed there have tended to be much more formal,
partly because this is what such staff perceive as appropriate for them and
partly probably also in deference to the increasing levels of stress and anxi-
ety in staff, when put into genuinely participative training situations, as one
ascends the academic hierarchy (Middlehurst 1989). Further examples have
been discussed in Chapters 7 and 8.

Institutional structures for staff development

It has to be admitted that much of staff development is at present moving
in a very different direction. Many universities now have not staff develop-
ers, but staff development officers, who see their task as mainly organiza-
tional and administrative, buying in staff development expertise, rather
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than providing it themselves. I believe this development to be wrong on
four quite separate grounds:

1. Such staff development officers will tend to remain marginalized in per-
sonnel departments.

2. Since much of the expertise is brought in from outside, it finds it diffi-
cult to respond to specific local needs and it is also difficult to provide
appropriate follow-up activities.

3. The process consumes expertise without creating any. In a situation in
which the need for staff development is rapidly increasing, this leads
very quickly to a shortage of staff developers.

4. Staff development cannot be readily related to and integrated with insti-
tutional research.

All this is extremely relevant to what has become perhaps the thorniest
problem in staff development over the past decade, i.e., where the staff
development organization should be placed within the institutional struc-
ture of a university. Should it be an academic entity, should it be within the
personnel office, should it be both, should it be neither? The debate has
gone on for a long time without an acceptable solution having been found
and what is usually the case in such a long-standing situation is that it is the
formulation of the problem that is invalid. In practice, the answer in any
one university has been predicated on both the organization of the univer-
sity and the history of staff development in it, but nowhere has the answer
been satisfactory.

I have already rejected the simplistic solution of replacing staff develop-
ers by staff development officers, who inevitably are placed in personnel
sections. I now believe that the problem has to be seen in the light of
traditional academic values, which have the following effects:

the supremacy of research;
the prestige of award bearing courses;
the low esteem of service teaching, particularly when farmed out to
outsiders;
the split between academic and allied staff.

From what I have said earlier, I believe that these traditional values need
changing and that staff development is the way to change them. This means
that we have to change the most entrenched of academic attitudes, using
a currently very low prestige approach not an easy task. However, in the
spirit of a not wholly utopian utopia, let us outline what the ideal might
look like and defer the problem of getting there to later in this chapter.

A not wholly utopian utopia

One of the most interesting features of the EHE Initiative has been its
success wherever it went with the grain, i.e., it modified existing practices
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rather than opposed them. If research is supreme, staff developers will not
change that. What they can also do is research and they have two ready-
made areas in pedagogic and institutional research. They should take heart
from the support they have received in a recent report:

Educational innovation would be greatly assisted by the recognition
that the creation of improved teaching methods and materials is an
intellectually demanding activity, providing great scope for originality
and scholarship. It must be seen as fully equivalent to conventional
discipline-based research in terms of its intrinsic interest and its aca-
demic value.

(MacFarlane 1992, section 5.1.1)

Similarly, if prestige goes with award bearing courses, they should be part
of the remit of staff development. By now we have the basis for a quite
normal academic department, whose service function will be the provision
of staff development services as demanded. Its survival will no longer de-
pend entirely on the services that it provides, which is not an easy way to
survive in the academic jungle, but in the first instance on the value to the
university of its research and of its award bearing courses. Just as for a
normal academic department, both research and teaching would be in a
special discipline, which, in line with the MacFarlane Report, would be the
discipline of higher education. Remember, this is utopia, but not entirely,
because I ran just such a department for twelve years (Elton and Gilbert
1980) and one of the new universities is at present planning to make staff
and educational development one of its schools. Also, after many years,
when Australia seemed to lose its head start in staff development because
it was not linked to research, it has now largely regained this lead exactly
through allying staff development to research, for example, at the University
of New South Wales, at Griffith University and at the Queensland University
of Technology. In all of these, staff development is firmly in the academic
area.

The solution which I have put forward in terms of academic values, fits
the first three of the values, but it does nothing about changing the fourth,
which is, of course, the one that we particularly want to change. This is not
surprising. When I ran that department, I regret to say that I accepted the
fourth as it stood and we confined our activities to academic staff develop-
ment. What would I have done to alter the work of the department, had I
seen the light in those far off days?

First, I would have felt under an obligation always to think of collegiality
to extend to all staff and hence bring representatives of all staff into all
planning. Second, I would have looked for ways to unify staff development
for different staff categories through common themes and common needs.
There are two ways of doing this. The first, which is frequently practised
now and which is fine, although it is hardly central to staff needs, is to look
for themes that are wanted by all categories. Time management and infor-
mation technology skills are favourites and provide staff development events.
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The second is to turn staff development inside out and to start with prob-
lems that are looking for solutions which require staff development. Such
problems from a new curriculum to car parking invariably require a
mixture of staff categories for their solution and the staff involved will see
the relevance of the required staff development. Such a problem-oriented
approach has been very successful in student learning (Barrows and Tamblyn
1980) and has been suggested for a distance programme for academic staff
training (Cryer and Elton 1993a). The quality circle approach in Chapter
9 and the ginger group approach in Chapter 10 represent other examples.
While under present circumstances, a personnel office would be likely to
have a service role rather like that of an audio visual services unit, in the
utopia, where all staff are equal (and none more equal than others) this
would become a partnership. More realistically, the status of the personnel
office might approach that of the university library or computing unit.

And how do we get to utopia?

Everyone is likely to agree that, given a choice, they would not start from
where we are. The weight of history, different in the old and the new
universities but equally weighty, is not helpful. The fact that they are differ-
ent, however, is helpful, for it means that the two sides can learn something
valuable from each other. In the new universities the existing educational
development units could be upgraded into academic departments many
of them are already providing substantial courses and are engaging in peda-
gogic research and development with staff who successfully complete the
courses being accredited by the Staff and Educational Development Asso-
ciation (Baume 1992). At present, more fundamental research is carried
out more in the old universities, where the existing strong research culture
also provides a better basis for the development of new kinds of research.

To foster and develop research programmes of the kind indicated in a
large number of institutions will not be easy. One way forward might be
through a National Higher Education Development Centre, which I have
advocated before (Elton 1992b). I do not envisage this as a large building,
teeming with people, or having as extensive a remit as the Teaching and
Learning Board, put forward by MacFarlane (1992, section 5.3.4), but rather
as a small organization not much larger perhaps than the current Division
of Quality Enhancement of the Higher Education Quality Council, out of
which it might well grow which would coordinate and stimulate diverse
activities, as well as carry out some activities itself.

The really difficult problem will be that of creating genuine collegiality
throughout a university (Elton 1994b). However, if it is recalled that it is
not so very different from what in industry is called Total Quality Manage-
ment, it may perhaps appeal more to those in authority. Indeed, the more
we can link staff development and the need for institutional change (see
Cryer and Elton 1993b) to the demands for quality, the more likely we are
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to be successful. One way to break down the differences between different
staff categories and at the same time increase the efficiency of the institu-
tion as a whole is through greater flexibility in job descriptions, particularly
of academic staff. The following suggestion has been put forward by the
Senior Pro-Vice-Chancellor of the University of Surrey in his personal ca-
pacity:

All academics are involved in teaching, in administration and in re-
search. Rather than segregating the community of academics into teach-
ers or researchers or even administrators[!], it must be recognized that
there will be a difference of emphasis in each individual's commitment
and aptitude for these diverse roles which can change as their own
career progresses.

(Butterworth and Goldfarb 1993)

If we add to this the many allied staff who could have research as part of
their remit and the many more who are at present involved in supporting
research without always getting the credit that they deserve, and the many
who have a teaching function (careers advice, counselling, etc., quite apart
from staff development), then the rigid division between academic and
allied staff begins to look artificial, hide bound and even snobbish. Let us
make a start towards utopia by getting rid of it!
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13
A Strategy for Evaluation

David Baume and Carole Baume

Before you go I'd like to find out what you thought of the workshop;
how it went, what you got out of it, what you think should have been
different. If you could just fill in this questionnaire for me ...

The feedback questionnaire, or its neighbour the feedback round, is as
much a part of the staff developer's workshop repertoire as the ice-breaker
and the goal setting exercise. The obtaining of feedback provides some
essential data for the reflective practice of staff development. But how do
staff developers plan feedback questionnaires and rounds? How do they
decide what to ask? What do they do with the responses? How else is staff
development evaluated?

Moving back a step; who are the current audiences for the evaluation?
What uses do these various audiences make of the results of the feedback?
Moving back still further who should be the audiences for evaluations of
staff development? What are their legitimate interests? Against what should
evaluations be conducted?

And returning to the vicinity of our starting point for each of these
audiences and purposes, what are appropriate methods for gathering,
processing, and disseminating the results of evaluations? During 1993 we
conducted a survey of practice in the evaluation of staff development in the
UK. In summary, this showed that, while evaluation of staff development
events and programmes was widespread, much less evaluation was carried
out in respect of policy. This finding suggested to us a need to develop a
systematic approach to the evaluation of staff development which would
embrace policy and strategy as well as methods and processes.

It may be argued, more often, it may simply be felt, that an evaluation
system such as the one we outline here is over-elaborate. What problem is
this evaluation system designed to solve? In the messy reality that is often
the working environment of staff and educational developers, where goals
may be unclear or even incompatible, surely all this is a bit idealistic? So
why bother?
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A principled reason: it is surely better to start with an ideal model process,
in this case of evaluation, and then where necessary make compromises
as a conscious and informed act rather than as a fudge.
An opportunistic reason: the moves towards increased accountability sweep-
ing the public sector will in due course reach even into corners such as
staff development, and staff developers had best be prepared.
Two political reasons: staff developers can contribute much more to
the work of lecturers on the evaluation of their teaching if they have cur-
rent and first hand experience of evaluation. Further, staff developers'
insistence on the importance of their clients evaluating teaching and
learning will be more credible if their own house is seen to be in good
order.
A personal reason: in the wee small hours, or when arguing for a budget,
or when making the case for staff development as a respectable profes-
sion which makes a real contribution to the quality of educational provi-
sion, it is good to be able to go beyond assertion and some way towards
proof.

The examples in this chapter are mainly concerned with the evaluation of
staff development in direct support of teaching and learning. However, the
approach we describe is applicable to all forms of staff development.

Questions about evaluation

We start with some questions about educational evaluation. We then move
on to develop a grid or framework within which the various identified
stakeholders in the process of staff development can develop, undertake,
make use of the results of, and finally review and improve, an appropriate
evaluation process.

One difficulty with systems is that they can feel too systematic, dry, mech-
anical, denying of imagination and serendipity. The system developed in
this chapter could indeed lead to dull evaluations; evaluations which miss
the life and spark which characterize good evaluation as well as good staff
development. A systematic approach to evaluation is needed. The increased
pressures for quality, accountability and efficiency all require it. But how do
we avoid the lifelessness?

One of the ways we can do that is by remembering that, as well as meet-
ing requirements for accountability, the underlying purpose of evaluation
is to understand and improve, in this case staff development and hence the
quality of the student learning experience. Evaluation systems and methods
must finally be judged in these terms. Human learning, by whoever, re-
mains a complex, fascinating and only partly understood business. In lead-
ing to an improved understanding of this learning, the evaluation of staff
development should never become dry and dull; it should never miss the
surprises from which progress comes.

199



A Strategy for Evaluation 191

Questions and initial answers

Nevo (1986) suggests ten dimensions along which evaluation can usefully
be considered. He expresses these dimensions as questions, which he then
answers in general terms. After listing the questions we modify and extend
Nevo's answers to apply to staff development. At the same time we identify
the main stakeholders in the evaluation of staff development. The purpose
of all this is to establish a framework within which any individual evaluation
can be located, and thus to make it possible to devise a valid and locally
appropriate evaluation method. Nevo's questions are:

How is evaluation defined?
What are the functions of evaluation?
What are the objects of evaluation?
What kinds of information should be collected regarding each object?
What criteria should be used to judge the merit and worth of an evalu-
ation object?
Who should be served by an evaluation?
What is the process of doing an evaluation?
What methods of enquiry should be used in an evaluation?
Who should do the evaluation?
By what standards should evaluation be judged?

An evaluation of staff development should comprise a systematic descrip-
tion of the staff development object, followed by a systematic assessment of
its merit, worth, value, cost-effectiveness, or other characteristics of interest
to the stakeholders.

Three functions can be identified. Formative evaluations are intended to
improve the staff development process. Summative evaluations may provide
accountability, proving that resources were properly expended; may inform
future resourcing decisions; and may inform future decisions on the selec-
tion of staff developers and on the form of the staff development process.
Evaluation can also serve what Nevo calls a socio-political function, which
makes a case for more staff development, or is intended to gain support for
particular programmes of staff development. (He reports a fourth function,
which he calls administrative: to exercise authority. For most staff develop-
ment activities this function is probably best considered within the summative
function of evaluation.) It is worth stressing that these are not necessarily
different types of evaluation; they do not necessarily require different
methods of evaluation to be used. Rather they are different uses of evalu-
ation, in some cases making different uses of the same data.

What are the main kinds of staff development objects to be evaluated?
We suggest that there are four. A policy for staff development (whether
national policy or policy within an institution); a staff development unit or
service; a staff development programme; and a staff development event or
activity.

Having identified the four broad classes of staff development objects we
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may wish to evaluate, the next step is to decide which aspects of these
objects should be evaluated. Nevo (1986) suggests: the goals, the strategies
and plans, the process of implementation, and the outcomes and impacts.
For example, when a university staff development policy is being evaluated,
information should be collected on the goals of the policy; the strategies
and plans contained within or derived from the policy, which shade into
the detailed process of implementation; and finally, the extent to which the
policy's goals were in fact achieved. Additionally, information should always
be sought on any unintended effects or consequences.

There are four broad sets of criteria against which any staff development
object can be evaluated. First and most directly, the extent to which the
immediate expressed needs or goals were met. Then, the contribution which
the staff development policy or service or programme or event made to the
achievement of broader institutional and even national goals. Easily over-
looked in an evaluation, but very important, the extent to which agreed
institutional standards and norms in areas such as equal opportunities are
met. Finally, the effectiveness of the staff development method adopted
compared to other possible methods of achieving the same goals. For ex-
ample, might a learning package have been more cost-effective than the
workshop which was actually run?

The evaluation should meet the needs of each of the stakeholders. Weiss
characterizes stakeholders as:

Members of groups that are palpably affected by the programme, and
who therefore will conceivably be affected by evaluative conclusions
about the programme, or the members of groups that make decisions
about the future of the programme, such as decisions to continue or
discontinue funding or to alter modes of programme operation.

(Weiss 1986: 187)

Weiss, who is primarily concerned with the evaluation of large American
educational programmes, characterizes four major classes of stakeholder:
policymakers; those who manage the programmes to be evaluated; those
who deliver the programmes to be evaluated; and the clients to whom the
programmes are delivered. Translating to the higher education staff devel-
opment context, a more-or-less standard list of possible stakeholders and
their interests can be drawn up for most staff development units, programmes
and events and other activities and services in an institution of higher
education:

Policymakers may variously be beyond the university, the profession or
subject, the government and its various funding, quality and other agen-
cies; and within the university, heads of department/schools, heads of
faculty, specified members of senior management, and the university it-
self and its various committees and boards. Policymakers may want to
know what changes should be made to a staff development programme
as it operates, but generally only for large programmes. In most cases
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policymakers want to know if the programme achieved its goals, and
whether the programme should be extended or repeated, or not.
Policymakers are interested in summative assessments. They may also be
interested in evaluations for socio-political purposes, i.e., to make a case
to a further level of decision making to continue funding.
Programme managers are the immediate managers of the staff development
service or programme. They need to have the information on which to
modify current programmes, to inform future decisions on the use of
particular staff developers, and to persuade policymakers and resource
managers of the need for continued funding. They need the results of
formative, summative and socio-political evaluations.
The Practitioners who facilitate and deliver the staff development need
formative evaluations to guide their future practice.
The Clients are immediately the staff who participate, whether they be
lecturers, allied staff, course leaders, heads of department or senior man-
agement. However, the managers of the participants, and less immedi-
ately, but not to be forgotten, the students, are also clients. Participants
and participants' managers use evaluations of staff development pro-
grammes to inform their future choices about participation. They also
gain from the reflection on the staff development process which they
undertake in providing feedback.

The main steps in undertaking an evaluation are: clarifying the purpose
of the evaluation; planning the evaluation; collecting and analysing the
data; and communicating the findings to the various stakeholders. Methods
are described in more detail below. Evaluation should be carried out by
people with the necessary technical skills for the method to be used
people who understand fully the context, can establish and maintain appro-
priate relationships and can adopt, adapt or develop a conceptual frame-
work within which the evaluation will be conducted and reported.

The evaluation should be judged above all in terms of its usefulness to
the stakeholders. Other criteria include its practicality, accuracy, feasibility
(technical and economic) and propriety (with respect to legal and ethical
standards).

A system for evaluating staff development

Building on the ideas described above and the survey referred to briefly in
the introduction, this section develops a systematic nine-step approach to
planning and carrying out the evaluation of staff development, and offers
some instruments and some approaches to developing instruments. This
process will ensure an appropriate evaluation of any staff development object
from an individual workshop or consultation to a major national programme.
The list may feel rather heavy for planning the evaluation of a single work-
shop. A worked example immediately below the list shows how the method
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works in practice. We suggest that staff development units and services
could use this checklist to devise a set of standard procedures for evaluating
each of the main staff development objects of their service, which, continu-
ing to use our adaptation of Nevo's classification, are: policy for staff devel-
opment, the unit or service, a staff development programme, and an
individual activity or event. The nine steps are:

1. Identify the staff development objects to be evaluated from the four cat-
egories of policy, staff development unit or service, programme, and
event or activity. These objects may be a policy, unit, programme or
event or plans for any of these.

2. Identify the main stakeholders from within the four categories of policy
makers, staff development managers, individual deliverers of staff devel-
opment, and participants and their managers.

3. Identify the questions or concerns for each identified stakeholder with re-
spect to four key groups of variable about each staff development object,
namely the goals, strategies and plans, process of implementation, and
outcomes.

4. Further identify the criteria for judging the answers to stakeholders' ques-
tions. These criteria should be developed from four bases: the extent to
which the object meets the expressed needs of stakeholders, the extent
to which broader institutional and even national goals are achieved, the
extent to which agreed standards or norms are met, and the effective-
ness of the chosen method compared to other actual or possible methods.

5. Devise and pilot evaluation methods and instruments.
6. Carry out the evaluation.
7. Report to the various stakeholders on their various concerns in an appro-

priate form.
8. Make such changes to current and future staff development practice as

are within your area of responsibility.
9. Periodically review evaluation methods with respect to their effectiveness

and efficiency.

A worked example

This worked example assumes a relatively conventional allocation of re-
sponsibilities between policy maker, service manager and facilitator. Differ-
ent services with different structures and different management styles will,
of course, make for different definitions of responsibility. For example,
where the service manager is also the facilitator, responsibilities are com-
bined. However, this chapter is not concerned to pursue issues relating to
the management of staff development.

1. The staff development object is a workshop on learning contracts on a
new staff course.
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2. The main stakeholders in this workshop are the staff. development ser-
vice manager, the facilitator, and the participants and their managers.
The policymakers are interested in the new staff programme as a
whole, but probably not in an individual workshop.

3/4. Before the workshop, the staff development manager wants to know if the
goals of the workshop are consistent with the overall aims of the new
staff programme and whether the intended process is consistent with
the norms, standards and values of the staff development service. A
prior decision will already have been taken in planning the new staff
programme that the most effective and efficient way of achieving the
overall goals of the programme is through a workshop series of which
the current workshop is a part. After the event, the staff development
manager wants to know if the goals of the event were achieved. From
time to time they will also want to be sure that the norms, standards
and values of the staff development service are embedded in indi-
vidual workshop practice.

After the workshop, the facilitator also wants to know if the goals,
and also the intended outcomes, of the event were achieved, and if
the methods used were appropriate to the participants and to the
norms, standards and values of the service.

The participants want to know whether they achieved the outcomes
of the workshop. They want their views to be heard on whether the pro-
cess was acceptable to them. They want to be able to judge whether the
workshop was the best way in which their needs could have been met.

5. A questionnaire format has previously been developed and tested by the
service. A version is drawn up which includes the intended outcome
of this workshop.

6. At the end of the workshop, the questionnaire is completed by partici-
pants and collected before participants leave. The results are collated
by the unit administrator.

7. The collated results are copied to the staff development manager, the
facilitator and participants. There is no need in this case to produce
reports in different formats for different audiences.

8. The feedback reveals a high level of attainment of goals and general
satisfaction with the process. A wish is expressed for some selected
reading matter to be given to participants a week or so before the
workshop to allow more time in the workshop for working up practi-
cal ideas. This informs future practice on the new programme.

9. At the end of the first semester of the programme, a few minutes are
devoted to reviewing the continued appropriateness of the question-
naire method. Participants say that they want to explore different
methods, in particular the use of 'rounds', partly for variety and partly
to give experience of different methods which they can use in their own
teaching. This is agreed, but the programme leader explains that the
forms will also have to continue to be used to establish comparative
data for the course from year to year for quality assurance purposes.
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The University of Westsea
Staff Development Service
Workshop Planning and Evaluation Form

Course: Programme for new teaching staff
Event: Workshop on Learning Contracts

Evaluation (circle or underline)
To what extent did you get each out

Intended outcome of the workshop: of the workshop?

1 Participants will have started to develop 1 Fully/Mostly/Partly/A bit/Not
an approach to using learning contracts in
one of the units on which they teach.

Additionally, what do you want to get out
of this workshop:

2 2 Fully/Mostly/Partly/A bit/Not
3 3 Fully/Mostly/Partly/A bit/Not
4 4 Fully/Mostly/Partly/A bit/Not
5 5 Fully/Mostly/Partly/A bit/Not

Evaluation

To what extent was the workshop:

6 Interesting? 6 Fully/Mostly/Partly/A bit/Not
7 Informative? 7 Fully/Mostly/Partly/A bit/Not
8 Enjoyable? 8 Fully/Mostly/Partly/A bit/Not
9 Conforming to published staff development 9 Fully/Mostly/Partly/A bit/Not

service norms?

10 Please make any further comments you wish on the workshop

Planning future work
11 Would future workshops, consultancy, published information, whatever, on this

topic be useful?
(If so, please suggest what form these might take)

Name and Department (optional)

Figure 13.1
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Undertaking each step of the system

After the worked example, there now follows a more general account of
each step of the system, with suggestions on how the system can be adapted
to particular situations.

Identifying the staff development objects to be evaluated
The first step is simply to identify the major staff development objects for
which you have some responsibility. It is useful to categorize these under
appropriate headings chosen from policies, staff development unit or ser-
vice, programme, and event or activity. It is important to consider as evalu-
ation objects all the rich variety of services provided, including products
(leaflets and newsletters), short informal consultations and use of a re-
source centre.

The second step is to decide on an overall evaluation strategy and time
scale within which each of the objects identified will be evaluated. Some of
these decisions will already have been made at institution level. For exam-
ple, there is likely to be a policy on the frequency and conduct of the review
of programmes and courses, and perhaps also on the review of units and
departments. On the evaluation of policies there may be little or no clear
guidance, and it may be up to the manager of a staff development service,
for example, to decide on an appropriate frequency for reviewing the unit's
policies and strategies. At the other end of the scale decisions will have to
be made about the frequency with which individual events are evaluated.
We suggest starting by evaluating everything and then reducing frequency
if the costs, in terms of time and even 'evaluation fatigue', start to outweigh
the value of the data generated. Like everything else, an evaluation strategy
needs evaluating!

Identifying the main stakeholders
The grid below, and the subsequent commentary, is intended to help to
identify the most likely stakeholders in each type of staff development object:

Policy Unit or Service Programme Event

Policymaker 1 2 3 4
Service manager 5 6 7 8
Facilitator 9 10 11 12
Participant 13 14 15 16

Policymakers will have a legitimate interest in the evaluation of policy (1),
and in the evaluation of units or services which deliver that policy (2). They
may also have some interest in overall programmes, for example, those
designed to move an institution towards greater use of resource-based learn-
ing (3), but they will be less interested in the evaluation of the design and
delivery of individual events (4).
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As an implementer of some university policies, the manager of a staff devel-
opment service or unit is normally interested in, and hopefully contributes to
the evaluation of, university policy (5). They will be involved in the evalu-
ation of the policies of the unit or service itself. However their main con-
cern is in the evaluation of the unit or service (6) and of the programmes
run by their service (7). Their interest in the evaluation of specific units or
events may be confined to the issues of attainment of goals and adherence
to standards rather than fine evaluation detail (8). However they are likely
to have a management and a developmental role for the facilitator who
delivers the activity or event.

The facilitator may be asked to contribute to the evaluation of policy at
service or unit level (9) and to the evaluation of the unit or service of which
they are a member or for which they have worked (10), but their main
concern is with the evaluation of individual programmes (11) or events
(12) for which they are responsible. Participants in events or programmes
are not generally involved in the evaluation of policies (13). They may be
asked to contribute to the evaluation of the service (14). They should have
a major input into the evaluation of a programme (15) and individual
events (16). They will also make evaluative judgements about the unit or
service, programme or event, whether or not they are asked to do so!

Identify the questions or concerns, and the criteria for judging the answers, for each
identified stakeholder
What follows are suggestions. The only safe way to identify stakeholders'
questions and concerns is to ask them!

Stakeholder: Policymaker

Policy Unit or Service Programme Event

Goals 1 2 3 4
Strategies and plans 5 6 7 8

Process of implementation 9 10 11 12

Outcome 13 14 15 16

Policymakers are likely to be very interested in evaluations of the goals
(1), strategies and plans (5), process of implementation (9) and outcomes
(13) of policies. They will also be interested in the goals (2) and the out-
comes (14) of units and services charged with implementing the policies.
Being concerned with policy and the success of its implementation they will
probably be little interested in details of unit strategies and plans (6) and
processes of implementation (10), and, as previously established, interested
much less or not at all in programmes and individual events.

Within this framework, policymakers' questions on the goals of the
policy and the unit or service will be about their appropriateness to wider
goals and policies. Their questions on strategies and plans will concern
their feasibility. Their major concerns on processes of implementation will
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probably be on resourcing. They will be interested in the extent to which
planned outcomes are achieved, and in any unexpected outcomes.

How will policymakers judge the answers to the evaluation questions in
which they are interested? What criteria will they use? They will be inter-
ested in four things: the extent to which the policy, and the unit or service
charged with delivering that policy, meets the university's needs; the extent
to which the policy contributes to the university's mission and even to
national goals; the extent to which the agreed standards or norms of the
university are met by the staff development service; and the effectiveness of
the policy and the staff development service compared to other possible
policies or systems for delivering staff development.

Stakeholder: Staff development service manager

Policy Unit or Service Programme Event

Goals 1 2 3 4
Strategies and plans 5 6 7 8
Process of Implementation 9 10 11 12
Outcome 13 14 15 16

Service managers may be invited to make some contribution to evaluat-
ing the goals and outcomes of policies (1 and 13), but they will be more
involved in the evaluation of strategies and plans for delivering those poli-
cies (5 and 9). They will be heavily involved in evaluating all aspects of their
service (2, 6, 10 and 14). They will be interested in evaluating all aspects of
programmes run by their service (3, 7, 11 and 15), and in the goals and
outcomes of particular events (4 and 16), though to a lesser extent in
detailed strategies and plans and processes of implementation (8 and 12).

What criteria will service managers use to judge the answers to the evalu-
ation questions in which they are interested? Again they will be interested
in four things: the extent to which the service and its activities responds to
and meets the needs of the university and its members; the extent to which
the service and its activities contribute to the university's mission; the extent
to which the agreed standards or norms of the university are met by the
staff development service and its programmes; and the effectiveness of the
current programme of events compared to other possible methods of de-
livering staff development.

Stakeholder: Staff development event facilitator

Policy Unit or Service Programme Event

Goals 1 2 3 4
Strategies and plans 5 6 7 8
Process of implementation 9 10 11 12
Outcome 13 14 15 , 16
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The facilitators of an individual staff development event are only concerned
with the evaluation of their event, albeit they are concerned with all aspects
of that event. Where the facilitator is responsible for a whole series or
programme of events then their involvement in evaluation, of course, in-
creases accordingly.

Again the facilitator will use four sets of criteria: the extent to which the
event (or programme) meets the published goals of the programme (and,
if these are sought at the start of the event or programme, the individual
goals of the participants); contributions to any broader goals of the service
and the university of which the facilitator has been made aware; as with the
other stakeholders, the extent to which to the agreed standards and norms
of the service and the programme are met within the event or programme;
and, finally, the effectiveness of the current methods used within the event
or programme compared to other methods which might have been adopted.

Stakeholder: Participants and their managers

Policy Unit or Service Programme Event

Goals 1 2 3 4
Strategies and plans 5 6 7 8
Process of implementation 9 10 11 12
Outcome 13 14 15 16

Participants and their managers are interested in the extent to which the
stated goals of the events or programme, and any individual goals they
have, are met and the desired outcomes are achieved. They are also inter-
ested in the appropriateness and efficiency of the strategies, plans, and
methods adopted.

Devising, piloting and carrying out evaluation methods
The design and conduct of evaluations can be a complex business, and
some thorough guides are available (see for example, Cronbach 1982; Morris
1990 and Tessmer 1993). What follows does not replace those. Rather it
introduces some of the key issues involved in the practical evaluation of
staff development.

If the purpose of the evaluation is formative, then the evaluation clearly
needs to be conducted, analysed and considered in time for the results to
influence the current operation of the event, programme, service or policy.
Timing of evaluation will also depend on the outcomes being evaluated.
For example, the attainment of outcomes concerned with changed behav-
iour back in the workplace cannot be evaluated during a workshop.

The question as to the appropriate sample size is normally answered on
grounds of economics and feasibility. It is simple and useful to obtain the
views of all six participants in a small workshop, still manageable and useful
to gain feedback from all 36 participants in a programme, but certainly not
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feasible to conduct a detailed assessment of the views of 606 recipients of
a newsletter. Within some overall goal, such as spending 5 per cent of the
unit's time on evaluating its activities, detailed allocations of effort can be
made and then reviewed in the light of the value of the data collected.

Ideally for summative evaluation, someone not directly involved in the
delivery of the programme or the management of the service could usefully
conduct the evaluation. However, formative feedback may most usefully be
collected by the person carrying out the activity. This would be particularly
true, for example, when collecting feedback at the end of the first day of
a two-day workshop in a way which can influence the delivery of the second
day.

Questionnaires can obtain participants' views on stakeholders' concerns
and issues. Guidance on questionnaire design can be found in Oppenheim.
(1992) and many other sources. Open-ended questionnaires can gather
rich data which can be slow and expensive to collate and analyse. The
results of closed questionnaires are easy to collate and analyse. A range of
intermediate methods is available. For example, a small sample of inter-
views can be used to generate statements which can then be used with
multi-point agreedisagree rating scales in a questionnaire. An appropriate
method for the evaluation of policy might be a questionnaire sent to every
member of staff affected by the policy on its continued appropriateness, the
methods being used for implementing it, and the outcomes of the policy
as the respondents experience them. The questionnaire could be preceded
or supplemented by a series of semi-structured interviews.

Oral feedback can be conducted through a round at the end of a work-
shop, or programme. Participants can be asked open questions, for exam-
ple, 'What was the best thing for you about this workshop?'; 'In what one
respect should the next workshop be different?' Oral feedback assumes that
the participants are willing to be open with each other and with the facilitator.

If a service or policy is being evaluated, a series of semi-structured inter-
views may be a more appropriate tool, allowing as it does the evaluator's
concerns to be addressed while allowing space for the interviewee to voice
concerns which were not the subject of specific questions.

A staff development service can be evaluated with respect to its various
goals, methods and outcomes by a combination of telephone or question-
naire enquiries to users of the service (and to people entitled to use the
service who have not done so), and by the collation of the results of evalu-
ations of its programmes and events. Again, interviews might also be under-
taken, preferably by an independent evaluator.

Report to the stakeholders, make necessary changes to staff development
practice and review evaluation methodologies
Evaluation results will need to be presented in such a way as to make them
capable of being easily scrutinized by the various stakeholders. The main
criteria used for judging them are likely to be the clarity with which sum-
mative evaluations demonstrate the success or otherwise of the objects, the
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extent to which formative evaluations provide clear bases for appropriate
action, and the efficiency of the evaluation process. It will generally be the
case that summative evaluations are found more useful when they comprise
mainly numerical data, while formative evaluations are more useful when
expressed in words and provide guidelines for future action. On the basis
of evaluation reports, actions can be determined to change the policy,
service or practice being evaluated. The details of how to make these changes,
how to use the results of the evaluation, take us outside the scope of this
chapter.

Reflection

As we suggested in the introduction, all this, though clearly worthy and
rigorous, may still feel a bit much. On reflection, it seems to us that to ask
just one or two of Nevo's questions of the staff development currently being
planned or undertaken is still useful, even if time and other pressures do
not allow the full evaluation system to be used. Who are the main
stakeholders and what do they want? What criteria should be used to judge
the worth of the piece of staff development to be evaluated? Even in isola-
tion, these are powerful questions.

It also seems to us that, like many activities, systematic evaluation be-
comes rapidly easier with a little practice. What looks initially daunting
becomes, after the second or third round, routine, though hopefully still
useful. Not all of the questions need to be asked all the time. For example,
policies change slowly, and the stakeholders for each of six workshops may
be the same.

The idea that all professionals are reflective practitioners is fast becoming
a tired cliche. Reflection alone can slide into empty cogitation. Reflection
needs evidence on which to reflect, data to process. The system described
here provides that evidence and data on which individual staff developers
can sharpen up their practice and on which staff development as a profes-
sion can grow and demonstrate its rigour and worth.
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Meeting the Challenges

David Boud

As this volume has illustrated, staff development in higher education has
gone through a period of rapid growth of a kind hard to imagine even as
recently as five years ago. Not only has the overall magnitude of activity
increased, but it has moved to centre stage in institutional priorities. It has
become a vehicle for responding to some of the pressures which are pres-
ently impinging on university systems, for example, in the areas of account-
ability, appraisal and quality. Can we expect the present level of activity to
continue, but more importantly, what challenges remain to be faced? This
chapter explores some of the issues which staff development confronts now
and which will need to be effectively addressed in the near future.

There are many ways to envisage the field of staff development all of
which are related to the perspective of those who articulate them. The
point of view I adopt is rooted in my experience and, rather than pretend
that I am not partisan, I wish to start by briefly outlining the background
I bring to the discussion. Since 1969 I have been an observer and some-
times active player in staff development in the UK and, since 1976, in
Australia. At the end of the eighties, I was involved in establishing the
Professional Development Centre at the University of New South Wales.
This was a Centre which provided a new model for staff development in
universities; a partnership between academic and allied staff and individual
and organizational development. Too often staff development was identi-
fied with one or another group in the institution: teaching development for
the academics, or short courses for allied staff. At UNSW we broke away
from this with the intention of avoiding the unfortunate divisions, almost
along class lines, which we see so often.

For the past three years at the University of Technology, Sydney, I have
been away from the role of direct provider of staff development, but among
my responsibilities has been the education of staff development personnel
in a variety of industries and organizations. Within the School of Adult and
Language Education we have a wide range of programmes in what is now
called human resource development and a large number of undergraduate
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and postgraduate students, all of whom are concurrently practising in this
area. As Head of a large school I had the staff development responsibilities
which go with this position. I was able to observe, from the other side of the
fence as it were, attempts to develop me as a manager and to see the
operations of university staff development in an institution which maintains
two separate operations in this area.

Over the years I have seen the position of staff development move from
a marginal or non-existent position in most institutions to one which, if not
central, cannot be ignored. Some of us who were pioneers of staff develop-
ment during the years of famine may be rather uncomfortable with the
success that institutionalization has brought. Along with the achievements
are the obligations which go with it and the expectations about the delivery
of programmes which are part of a mainstream function. Innovation is still
important, but it now has to satisfy many more demanding agendas than
those of the developer.

Current conceptions of staff development

Despite the variety of changes in the context of higher education which
have already been identified, the current modes of operation of staff devel-
opment are more limited than might be expected. My own experience has
led me to the view that, in practice, there are two principal conceptions of
the role. Different aspects of these have appeared in various chapters. There
are a number of other conceptions, but in general, they are either varia-
tions on the two basic ones, or versions which have more limited currency,
perhaps arising from particular local circumstances. These conceptions arise
from recent institutional history, they are strongly defended and both have
many advocates. Future developments will need to take account of the
cultures they represent as it is in these environments that new ideas will
either flourish or be inhibited.

Conception 1: The conscience of teaching and learning
Units which exemplify this conception are characterised by staff who
jealously guard their academic status, who actively engage in research
and publish in the key journals in the field. Their disciplinary back-
ground is quite diverse, but they have all become involved in either re-
searching their own practice or working collaboratively with others in
their investigations. Typically they have PhDs, increasingly in research on
higher education, and are relatively unfamiliar with the world external to
the university. Practitioners in this conception often appear uneasy with
the descriptor staff development and prefer words such as educational
development or teaching and learning in the titles of their unit. They are
keen to distance themselves from anything which might be associated
with a personnel or instrumental function. Their view of their work
involves that of changing the conceptions of teaching staff towards views
of teaching and learning which are consistent with the quality learning
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practices which research has identified. While they are usually comfort-
able with the idea of conducting workshops for staff, they prefer to work
with individuals or groups on projects which enable them to have a deeper
engagement with the issues and problems faced in the world of teaching
and learning. They recognize that allied staff have an important place in
the university, but they would generally prefer that development issues
for this group were dealt with by others. Academic management is also
important in this conception, but its main role is to provide the environ-
ment in which desirable teaching and learning practices and research
can flourish.
Conception 2: A key institutional and personnel function
Units exemplifying this conception are characterized by staff who see
themselves as professionals who go to great lengths to maintain their
currency as staff developers and who make use of useful practices wher-
ever they find them, whether inside universities or elsewhere. Their back-
ground is quite diverse, but they are likely to have held at one time or
another some management or supervisory responsibility and may have
engaged in formal study of management, personnel or a related area.
Typically they do not have research degrees and have not engaged in any
substantial research study, although they would have undertaken signifi-
cant projects which they (but probably not professional researchers) would
claim as research. They tend to be more aware than their educational
development colleagues of the wider field of staff development wherever
it occurs and of educational administration in higher education. Newer
members of such units might have relatively little experience of working
in universities: they would not see this as a significant disadvantage in
their work, however. In this conception staff development is viewed as
intimately linked with personnel and performance management and staff
are not self-conscious about using current management language. The
substantial division of staff between academic and allied is one with which
staff within this conception are uncomfortable. They believe that in terms
of the provision of resources for development, allied staff have been
relatively neglected. Management of all kinds is very important to this
conception which places particular emphasis on the development needs
of managers as they are seen as the key to all other changes in the in-
stitution. The development of policy to formally guide staff development
is often a high priority.

These conceptions have evolved in response to both staffing decisions made
about the staff development function and related activities within an insti-
tution and the inclinations of staff who have had responsibilities in these
areas. There has rarely been a considered decision at institutional level to
pursue one path rather than another.

As can be inferred from the above descriptions, each conception has its
own substantial strengths and clear weaknesses. Units following the first con-
ception are very strong on the impact they have on teaching and learning
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and, in the case of some newly designated universities, they are also having
an impact on research. They are not good at responding to the needs of
allied staff or to administrative matters whether or not these are conducted
by academics. Staff development following the second conception is very
good at responding to institutional and management priorities and in
meeting the needs of non-teaching staff. It is poor at dealing with matters
related to teaching and learning.

One obvious strategy is to bring together the strengths of both concep-
tions, but this is easier said than done as there are stronger traditions
underpinning each conception than may be obvious at first sight. Neverthe-
less, such an initiative was taken when the Professional Development Centre
at the University of New South Wales was established. The new Centre was
created from the ashes of the Tertiary Education Research Centre (Concep-
tion 1) and the Staff Development Unit (Conception 2) and it attempted
to take the best from both worlds. It was mainly staffed with experienced
development personnel of academic status and a director was appointed at
professorial level. New staff were recruited who subscribed to the concept
of a combined unit that was to respond effectively to the needs of academic
and allied staff and managers not systematically favouring one group.
Applied research on the practice of staff and educational development and
directly related areas was supported. Care was taken to gain the support
of representatives of all categories of staff, through the relevant unions, to
reassure them that the Centre would be meeting staff needs in all that it
did.

This is not a recipe for all institutions though. It worked because the core
staff, who had come from the first of the predecessor units, had a deep
commitment to this approach and to making it work. They had a good
practical understanding of the internal politics of the university. There
were sufficient numbers of staff and there was the opportunity to make new
appointments (from vacancies left in the two earlier units) with a careful
eye on the ways in which the new staff would further the combined concep-
tion. The permanent heads of the two predecessor units had recently re-
tired and there was no one in post who held strongly to either of the earlier
conceptions. The latter is probably one of the key features that made the
new enterprise work effectively. It was a challenge to bring it together, but
I think the general consensus within the Centre and in the University was
that it worked. It enabled some of the successful action research strategies
that worked well with academic departments to be used with administrative
units, it provided unitary programmes for senior management which take
account of both academic and allied staff perspectives, and it gained the
confidence of those at the highest levels without staff feeling that their
needs had been subordinated to those of management. There were minor
losses, although not all parties would agree that they were losses at all. The
staff of the Centre were not able to pursue their own research agendas in
such a ruthlessly individualistic way as their colleagues elsewhere and the
publication output took a more applied slant.
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The reason for including this discussion here is not to provide the model
for future staff development practice, but to illustrate some of the consid-
erations which must be taken into account in introducing change in this
area. Staff development is intimately linked with changing conceptions of
the university. It must respond to the conceptions that the institution it
serves has of itself, or be dismissed as irrelevant. As those conceptions change
and grow so must staff development lead, and respond to, change.

Responding to tensions and dilemmas

Whatever the organizational arrangements for staff development, there will
always be tensions to be addressed and dilemmas to be faced staff devel-
opment is contested territory. In coming in from the margins it has become
a part of the core of what constitutes a modern university and is therefore
no longer in the hands of isolated idealists; it may be led by management
into new instrumental realms, such as responding to the latest corporate
inititive. Will the notion of the learning organization, which has been stressed
by a number of contributors, take root and become a model to give direc-
tion to future developments? Indeed to what extent will the universities of
the near future retain a collegial ethos or become more highly managed
institutions? The future of staff development lies centrally with the future
of the university. All that is clear is that although what lies ahead will be
unlike that which has preceded it, it will be grounded in our present tra-
ditions and conceptions.

One of the key tensions is that between forging a university view versus
importing ideas from business and the public service. As we have seen in
Part 2, there are many useful ideas to be drawn from staff development
practices elsewhere. However, it is naive to think that these practices can be
imported into the university, or indeed any other different type of organiza-
tion, without considerable thought being given to their applicability and
appropriateness in the unique context of the organization. For example, a
lot of ideas from corporate management, such as notions of performance
management, have been introduced with little attention being given to ways
in which they might subtly act to change the ethos of the institution. It may
be that universities will race along the route to becoming corporations, but
to what extent will they remain universities committed to the values which
we still cherish today? Staff development is not the only conduit for these
ideas, but it is often enlisted by senior management to pursue their own
short-term agenda.

Human resource development is the field from which many of the new
staff development ideas in higher education are being drawn. However, in
many ways it is not as highly developed as teaching and learning in higher
education. At times it is unduly susceptible to the influences of the latest
management gurus (Huczynski 1993). This is not to suggest that there are
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not sophisticated and expert practitioners who have much to offer, and that
a research and conceptual base is not becoming established (Anderson and
Gonczi 1992), but that the process of critical scrutiny of ideas and consid-
eration of their translation to different contexts must be given more em-
phasis than might at first sight appear to be the case. Hopefully, the human
capital theory on which much of human resource development and univer-
sity management is now based (Margison 1993) will not so comprehensively
dominate the external culture in the future.

Not long ago we assiduously avoided the term staff development in my
own centre when referring to activities for academics as we felt that they
would regard the use of such a term to describe the staff development
programme we were offering as demeaning and off -putting. There is much
less sensitivity now to this matter. However, the term staff development is
a product of a particular historical context and is now perhaps becoming
too limiting. While it has been useful in pointing to activities to which
universities. had not given sufficient attention, it may be becoming progres-
sively restrictive as conceptions of staff development change and merge
with organizational development and workplace learning. I suspect that in
ten years those who currently identify with the term staff development might
be as embarrassed about being called staff developers as staff developers are
now about being referred to as trainers.

What considerations will influence staff
development in the future?

It would be a brave person who predicted the precise direction that staff
development will take. However, on the basis of what we know now we can
be confident of the general tendencies. Some of these have been signalled
earlier. They have been brought together to represent an agenda for discus-
sion of future developments.

Staff development will take account of what is known about learning
Useful information and ideas which have arisen from research on student
learning, learning from experience, adult learning and, increasingly, learn-
ing in the workplace will inform staff development. The fact that much of
the work on student learning has been undertaken by researchers who also
have a staff development role has meant that there has been a rapid dis-
semination of these ideas into staff development programmes about teach-
ing and learning. As units undertake research on staff learning there should
be an increasing impact from that side also. Table 14.1 indicates some of
the ideas about learning which are likely to continue to inform staff devel-
opment practice. These are discussed further in a number of sources in-
cluding Boud (1993); Boud and Feletti (1991); Marsick and Watkins (1990);
and Ramsden (1988).
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Table 14.1 Developments in learning theory and implications for staff
development

Learning occurs whether or not
there is formal instruction.

Learning is relational.

Learning which occurs away
from the workplace may be
necessary, but it is intrinsically
limited.

Learning in organizations is
typically problem-oriented.

Learning in the workplace is a
social activity which is
influenced by the norms and
values of the workplace.

Learner's expectations are a
function of their prior
experience.

Learning from experience
requires attention to reflection
and processing of experience.

There is a need to recognize that most of the
learning 'which occurs in any organization is
informal and incidental. Staff development needs to
build upon rather than ignore this.

What people learn is not just a function of what is
taught, but of the complex interrelationship
between what is being learned and the person's
perceptions of the contingencies in the
environment in which they are operating. An
understanding of these perceptions is vital for any
effective development.

Learning through courses requires special
effort to link it to the world of practice;
transferability of learning is problematic.
Individual learning requires particular effort to
integrate it with the workgroup. Working with
workgroups is likely to be an increasing mode of
operation.

One of the earliest findings of staff
development practitioners, which is no less
important now, is that staff are interested in
learning that which enables them to address the
problems they have met in their practice. Learning
to this end is normally problem-based, drawing on
appropriate theory and concepts rather than
organized around academic fields.

The greatest constraints on learning and the
greatest opportunities are provided by peers.
Developing the culture of the workplace to
legitimize learning from and with each other is
often a prerequisite to any other effective learning.
Gaining the commitment of work teams is vital to
the newer collaborative, work-based forms of staff
development.

The most important consideration in what
and how a person will learn is their prior
experience and the expectations which arise from
that experience. Part of the difficulties in the early
days of staff development was that staff had no
expectation of what staff development had to offer
to them. Now it is necessary to organize such
activities so that they do take account of
expectations and experience.

Too little attention is often given to the
dynamics of learning and the importance of
critical reflection on one's own practice.
Opportunities for learning to be processed and
made one's own need to be emphasized and to
form part of programme designs.

218



210 Directions in Staff Development

Staff development will take account of the contextualized nature of
learning in organizations
Staff development is highly context-related and context-influenced. The
context in which a person operates often defines what is and is not legit-
imate learning for them and the context of the institution will tend to
define what is legitimate in staff development. There are many examples in
the past of innovative and effective interventions in staff development which
have foundered on a lack of acceptance either by senior management or by
other parties. Resources of the organization will ultimately only be expended
on what the institution, and its constituent parts, values. Staff developers
have a role in shaping the perceptions of decision-makers about the poli-
cies and kinds of activities in which they should be engaged and in being
sensitive to shifts of priorities in times of great change.

Staff development will take account of differences among staff and within
the units in which they operate
Recognition of the gendered and class-influenced nature of employment
within institutions will mean that related issues will increasingly have to be
acknowledged in the provision of programmes, in the support given to
individual staff members and in policies for staff development. Barriers
which inhibit the full development of staff will need to be addressed, not
only through more effective and sophisticated equal opportunity provisions
generally, but specifically through the ways in which staff development units
conduct their business in relation to the targeting of staff for participation,
the structure and dynamics of programmes and the assumptions on which
education and learning is manifest within the institution. Interventions will
need to take account of the lived experiences of staff within and outside the
institution. Difference will be respected and celebrated rather than acting
as a prompt for oppressive behaviour (Pettman 1991).

Staff development will take account of institutional priorities, but will not
be totally subservient to them
There will always be a role for staff development personnel in providing
assistance to senior management in achieving the overall mission of the
university as well as responding to staff initiatives. A broad-based service is
necessary to gain the confidence of staff. If they see staff development only
acting in response to management demands they will gain the impression
that it is primarily a tool of management and not really concerned with
their needs. A degree of independence is required and it will be essential
that those in positions of leadership in staff development are able to pursue
such independence responsibly without compromising institutional priorities
or their own professional integrity. The role of units as critics of policies
and practices is as vital as it is difficult to perform without alienating signifi-
cant, and sometimes senior, members of the university community.

Staff development in any organization is only valued if it is in accord with
the central mission of that organization. Universities are crucially about
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learning no matter how they might dress it up in the language of the day.
Staff development too must be about learning, for individuals, for groups
and for the organization, but it must be pursued in full awareness of the
pressures and trends which higher education is currently facing.

Staff developers will inevitably face demands from senior managers to
assist them in responding to the requirements which impinge on the insti-
tution, and there will always be a risk that more fundamental and long-term
strategies will be threatened by the anxieties of the day. The move towards
strategic planning and the establishment of goals for the institution, once
the initial start-up errors have been overcome, has the potential to help in
avoiding the worst excesses of opportunism so long as it is done well and
genuinely involves those who will be affected. However, within this context
there will be a need for staff developers to create their own secure base in
promoting learning for staff which is not subject to the fashions of the latest
five-year plan. They will need to embed their work in the most fundamental
way so that it is regarded as normal for staff to be engaged in staff devel-
opment as it is now for students to be enrolled in courses. Funding for this
activity will not be in the margins of the budget. It will be a core item in
the recurrent budget as unthinkable to remove as it would be to get rid of
car parking or the Faculty of Medicine.

Staff development will recognize the aspirations of staff for development
and enhancement and will support them to the extent that these take
forms which are valued by the institution
We should note here that non-academic enterprises such as Ford and Rover
have put considerable funds into non-vocational education for employees.
If universities value learning for its own sake they should similarly contrib-
ute to the achievement of the learning goals of their staff. As criteria for
advancement and appointment become more explicit, and as career struc-
tures for allied staff become established, it is necessary to ensure that there
is an increasing correspondence between these and the opportunities pro-
vided by staff development. This is inextricably linked with the next point.

Staff development will more actively consider the accreditation of courses
and training which are offered in-house
The society-wide moves towards the formal recognition of training and the
documentation of learning outcomes will not by-pass higher education.
Staff will wish to have their achievements recognized so that they can be
used for promotion and career advancement, and they will seek additional
opportunities to develop their professional and other skills. While this at
first sight might appear to relate more to allied than academic staff, as we
have seen, we are increasingly observing postgraduate courses in teaching
and learning in higher education undertaken by lecturing staff who wish to
see their documented achievements in these courses recognized at least for
tenure, probation decisions and promotion. Such initiatives provide the
first clear sign that staff development is getting embedded in ways which
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make it very difficult for it to be ignored. When staff development is career-
linked and there are direct employment-related consequences for individu-
als, then it is in the interests of all staff to ensure that it gets done and gets
done well.

Staff development will recognize the groupings in which staff work as the
normal unit of development
While there will always be some individualistic focus related to specific skills
and career development, increasingly there will be a focus on learning
occurring in natural work-groupings, whether these be departments, research
teams or offices. The use of development to affect change in institutions is
impossible when the focus is primarily on the individual. No matter what
new ideas and ways of operating have been developed outside the immedi-
ate working environment, it is only there that they will be practised and
supported (or not) by peers and managers. The workgroup will increasingly
become the focus of development activities and the notion of the course or
the separate training room will be less and less central to normal practice.
Developing reflective practice within the context of the normal working
environment will increasingly become central to any staff development
activity. A number of illustrations in earlier chapters have highlighted the
importance of this and shown ways in which it can be done.

Staff development will be research-based and reflexive
Whether or not any particular staff development practitioner is actively
involved in research, and I believe that all professionals should be involved
in some form of reflective practice which is building at least a local body
of knowledge, staff development will draw increasingly on the work men-
tioned elsewhere in this book and there will be a substantial number of
practitioners who will be actively contributing to the literature. This is
particularly important as it is only through public dialogue that trends in
staff development practice can be examined critically and staff develop-
ment move beyond a body of folk knowledge into an era in which it is
genuinely open to scrutiny of a kind which will move it forward. A sufficient
number of staff development operations will need to engage in more sub-
stantial forms of research, particularly in the area of staff and student learn-
ing to provide the academic base.

Staff development will become an increasingly devolved and diverse notion
Everyone in the institution will accept themselves in a development role vis-
d-vis their own learning and that of others, be they peers or staff for whom
they have supervisory responsibility. Special responsibility accrues to aca-
demic heads, managers and supervisors and they will need appropriate
forms of support to assist them in the discharge of these responsibilities. In
heading a school I have been struck by the extent to which considerations
of staff development permeate just about every decision about staffing,
administration and academic matters. Staff development takes on a broader
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conception one in which it is hard to distinguish where its boundaries
end and all the rest of the normal functioning of the university begins. Any
unit established for staff development has a responsibility for responding to
this diversity but it also needs to act strategically when a central initiative is
required for maximum effectiveness.

Conclusion

It is a wonderful irony that, until now, institutions which are so profession-
ally committed to education at the highest level and to the importance of
learning, have in the past been so lacking in their ability to organize them-
selves to prompt learning for their own employees for the benefit of their
own organization. Teaching is about learning; research is about learning;
all work requires learning; staff development is about learning. We need to
be able to utilize these connections in the developments of the future. In
the same way that we have realized that it is not sufficient to think about
teaching students, we have to think about how they are learning, we need
to think not only about managing staff but how they can learn as part of
their normal work.

The challenge to staff development is how it can further conceptualize its
work and organize its practices to meet the changes which will inevitably
confront higher education institutions. It has come a long way in a short
period of time, but the task has only just begun. Staff development must be
at the heart of the creative and responsive institutions which we need, in
order to ensure the health and vitality of higher education.
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The Society for Research into
Higher Education

The Society for Research into Higher Education exists to stimulate and co-ordinate
research into all aspects of higher education. It aims to improve the quality of
higher education through the encouragement of debate and publication on issues
of policy, on the organization and management of higher education institutions,
and on the curriculum and teaching methods.

The Society's income is derived from subscriptions, sales of its books and jour-
nals, conference fees and grants. It receives no subsidies, and is wholly independent.
Its individual members include teachers, researchers, managers and students. Its
corporate members are institutions of higher education, research institutes, profes-
sional, industrial and governmental bodies. Members are not only from the UK, but
from elsewhere in Europe, from America, Canada and Australasia, and it regards its
international work as amongst its most important activities.

Under the imprint SRHE & Open University Press, the Society is a specialist pub-
lisher of research, having some 45 titles in print. The Editorial Board of the Soci-
ety's Imprint seeks authoritative research or study in the above fields. It offers
competitive royalties, a highly recognizable format in both hardback and paperback
and the world-wide reputation of the Open University Press.

The Society also publishes Studies in Higher Education (three times a year), which
is mainly concerned with academic issues, Higher Education Quarterly (formerly Uni-
versities Quarterly), mainly concerned with policy issues, Research into Higher Education
Abstracts (three times a year), and SRHE News (four times a year).

The Society holds a major annual conference in December, jointly with an insti-
tution of higher education. In 1992, the topic was 'Learning to Effect', with Notting-
ham Trent University. In 1993, it was 'Governments and the Higher Education
Curriculum: Evolving Partnerships' at the University of Sussex in Brighton, and in
1994, 'The Student Experience' at the University of York. Future conferences in-
clude in 1995, 'The Changing University' at Heriot-Watt University in Edinburgh.

The Society's committees, study groups and branches are run by the members.
The groups at present include:

Teacher Education Study Group
Continuing Education Group
Staff Development Group
Excellence in Teaching and Learning
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Benefits to members
Individual
Individual members receive:

SRHE News, the Society's publications list, conference details and other material
included in mailings.
Greatly reduced rates for Studies in Higher Education and Higher Education Quarterly.
A 35% discount on all Open University Press & SRHE publications.
Free copies of the Precedings commissioned papers on the theme of the Annual
Conference.
Free copies of Research into Higher Education Abstracts.
Reduced rates for conferences.
Extensive contacts and scope for facilitating initiatives.
Reduced reciprocal memberships.

Corporate
Corporate members receive:

All benefits of individual members, plus
Free copies of Studies in Higher Education.
Unlimited copies of the Society's publications at reduced rates.
Special rates for its members, e.g. to the Annual Conference.

Membership details: SRHE, 344-354 Gray's Inn Road,
London, WC1X 8BP, UK. Tel: 071 837 7880
Catalogue. SRHE & Open University Press, Celtic Court,
22 Ballmoor, Buckingham MK18 1XW. Tel: (0280) 823388
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HOW TO GET A PHD (2nd edition)
A HANDBOOK FOR STUDENTS AND THEIR SUPERVISORS

Estelle M. Phillips and D. S. Pugh

This is a handbook and survival manual for PhD students, providing a practical,
realistic understanding of the processes of doing research for a doctorate. It dis-
cusses many important issues often left unconsidered, such as the importance of
time management and how to achieve it, and how to overcome the difficulties of
communicating with supervisors. Consideration is given to the particular problems
of groups such as women, part-time and overseas students.

The book also provides practical insights for supervisors, focusing on how to moni-
tor and, if necessary, improve supervisory practice. It assists senior academic admin-
istrators by examining the responsibilities that universities have for providing an
adequate service for research students. This is a revised and updated second edi-
tions; it will be as warmly welcomed as the first edition:

One way of providing a more supportive environment for PhD students is for
supervisors to recommend this book.

(Teaching News)

Warmly recommended as a bedside companion, both to those hoping to get a
PhD and to those who have the responsibility of guiding them, often with very
little support themselves.

(Higher Education Review)

This is an excellent book. Its style is racy and clear ... an impressive array of
information, useful advice and comment gleaned from the authors' systematic
study and experience over many years ... should be required reading not only
for those contemplating doctoral study but also for all supervisors, new and
experienced.

(Higher Education)

Contents
Preface Becoming a postgraduate Getting into the system The nature of the PhD
qualification How not to get a PhD How to do research The form of a PhD thesis The
PhD process How to manage your supervisor How to survive in a predominantly British,
white, male full-time academic environment The formal procedures How to supervise
Institutional responsibilities References Index.
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Directions in Staff Development

While universities have been concerned about educating their
students, traditionally they have tended to neglect the
development of their staff. This is now changing, and this book
charts the directions that have been taken and the possibilities
for the future.

Staff development is now recognized as one of the most
significant vehicles for change in higher education. It has moved
from the periphery to the centre, and is a key feature in all
strategic planning. This book suggests why staff development is
important now and shows how it contributes to the development
both ofinstitutions and of staff as individuals. Angela Brew and
the contributors examine the current state of the art of staff
development, and place it in the context of other developments
in higher education. They explore what constitutes good
practice, address new forms of practice, delineate the problems
and opportunities, and clearly present the key challenges for
staff development in the future.

The Editor
Angela Brew is Director of the Educational Development Unit at
the University of Portsmouth. She has been working in the field
of staff development in higher education for over twenty years.

The Contributors
Lee Andresen, Liz Beaty, Joyce Barlow, Carole Baume, David
Baume, David Boud, Angela Brew, John L. Davies, John Doidge,
Lewis Elton, Graham Gibbs, George Gordon, Robin Middlehurst,
Jennifer Pittman, Bob Ross, James Wisdom.
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